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Abstract
This thesis contains a study of the part teachers play in children’s spiritual 
development. All schools are required to contribute to such development by law. 
However, the notion of spiritual development is complex and few guidelines have 
been offered to teachers to help them in this area. While much has been written about 
children’s spiritual development, very little attention has been given to the views and 
attitudes of teachers. This study examines the views of 162 teachers about the spiritual 
through interview and questionnaire.
The thesis begins with a review of literature relating to the place of the spiritual 
within education and one specific context in which it is to take place: the primary 
school. The empirical work includes data collected through interviews (and 
questionnaires) with twenty-seven teachers in five first schools. What emerged from 
these was a picture of teachers who were sensitive to their role in providing for 
children’s spiritual development, but who seemed to have little support or guidance in 
how to go about it. A key feature was the apparent lack of a shared understanding of 
the term ‘spiritual development’ and a wariness that it involved commitment to a 
particular religious tradition. Nevertheless, the teachers were able to identify where 
they believed the spiritual appeared in their work with children.
Some of the patterns which emerged from the interviews were then developed into a 
questionnaire to reach a wider teacher population. Data from 132 questionnaire 
respondents was used to reflect upon the interview data and the literature outlined 
earlier. It was found that some of the features, issues and concerns which emerged 
from the interviews were shared by this wider group of teachers. However, there were 
also some differences and an attempt is made to establish possible explanations. As 
part of this, the identification of four teacher ‘types’ is made to describe teachers’ 
attitudes towards the spiritual in education.
The thesis concludes with some reflections on the implications of the study, focusing 
particularly on the needs of teachers. Among these are suggestions for continued 
dialogue relating to the nature of the spiritual within formal education and greater 
reflection on what it means to take this area of the curriculum seriously.
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Preface
In 1991 I was involved in a study into the effect of the 1988 Education Reform Act on 
Collective Worship in primary schools. One of the issues that emerged from that 
study was the notion that Collective Worship had a valuable role to play in the 
spiritual development of children. Not only did this notion appear in the literature, but 
it was commented upon by head teachers that I interviewed as part of the study. The 
fascination for me was that, as a teacher I had never really considered the spiritual as 
an aspect of my work. I had been a Religious Education (RE) teacher in a secondary 
school, and a co-ordinator for RE in a primary school, yet I had never considered the 
spiritual to be part of my work with young people; the religious, yes, but the spiritual 
was something other, at most taken for granted and unexamined within the context of 
religion. Furthermore, at the time of the study, I was an RE tutor working in Initial 
Teacher Education, preparing students to teacher RE in schools. Even so, I was aware 
that I did not raise with the students the issue of what the spiritual was, or of how it 
might be nurtured. Indeed I would not have known where to begin.
As a result of the Collective Worship study, I began to explore this notion of the 
spiritual and to discuss it with colleagues. My initial views were that this was an 
extremely vague concept which appeared to have no substance. I began to realise that 
although the area was new to me, the spiritual had been on the educational agenda for 
some time. In particular, it had been the subject of lively debate within RE circles 
since at least the early 1970s. Conversations with colleagues began to increase my 
interest in the subject. I recall one conversation with an early years teacher who told 
the story of a boy she had taught in the nursery. His family were of Italian descent and 
he was bi-lingual. On one particularly sunny day, the teacher noticed the boy riding 
around the playground of the nursery. Suddenly he took his hands off the handle bars, 
threw back his head and declared ‘Que bella!’. The teacher was moved by the child’s 
obvious joy and celebration of the moment. ‘Now that’, she told me, ‘was a spiritual 
moment’. I never asked her but I believe that she felt that the moment had been 
special, not just for the boy, but for her as a witness.
This thesis comes from a desire to understand those moments within education.
Teachers make contact with many children during their career and have the capacity 
to change friture lives. Most teachers are aware of the profound influence they might 
have on another’s life in so many ways. In this thesis just one aspect is explored, the 
contribution teachers make to children’s spiritual development.
The study began with a good deal of inquisitiveness, but also some scepticism. Was 
there an aspect of human experience called ‘the spiritual’? How do we know it’s 
there? How is it different from religious experience or emotional experience? Is the 
spiritual just a way of avoiding the thorny issue of religion in schools, or is it 
something that is distinctive and valuable? Above all, is it something that schools 
should be getting involved with? These became some of the questions which I asked 
in the course of the study. Some of them get answered.
The thesis is divided into two main sections.
The first part covering Chapters 1-4 reviews the literature pertaining to the spiritual in 
school. Chapter 1 begins with an exploration of the developing interest in the spiritual 
within education and searches for evidence that the spiritual is a distinctive 
phenomenon within the human make-up. The crucial issue of definition is explored 
within a framework offered by the government. It wiU be argued that there is enough 
evidence for its existence as to make it meaningful in an educational context.
Chapter 2 asks why the spiritual should be the concern of schools. Would it not be 
better placed within the religious context of the family and community? The history 
of the inclusion of the spiritual within educational legislation is reviewed, together 
with the developing interest from those involved in Religious Education. Wider 
arguments for the inclusion of the spiritual are also considered. It will be argued that 
the spiritual cannot be avoided in school; if it is an aspect of the human condition, we 
cannot fail but encounter it in schools.
Chapter 3 explores how the spiritual can be explicitly addressed in schools. What 
should schools be doing about it? Here the aims, purpose, approaches and content of 
any intervention are explored and the contentious issue of evaluating provision is 
discussed.
In Chapter 4 the primary school is examined as the context for the spiritual. The role 
of the teacher and the head teacher in children’s spiritual development is examined. It 
win be argued that in order for schools to make a positive contribution to children’s 
spiritual development the issue must be explicitly addressed among teachers.
In examining the review of the literature, a number of issues begin to emerge and one 
of these is the focus of the rest of the study. In Chapter 5 this issue is made explicit, 
namely, the fact that little has been done to secure the views of teachers on their role 
as potential developers of children’s spirituality. Chapter 5 also outlines the general 
approach which was taken in the second half of the thesis which is an empirical 
investigation of teachers’ views and attitudes towards spiritual education.
The remainder of the thesis relates, discusses and draws inference from the empirical 
studies that were undertaken. The studies were in two parts. The first part, which is 
discussed in Chapter 6, focuses on interviews with teachers. The second part takes 
issues arising from the interviews and develops them into a questionnaire. In Chapter 
7 the responses to the questionnaire study are analysed. Finally, Chapter 8 draws 
conclusions from some of the key features of the empirical work, reflects back on the 
literature reviews and suggests some implications of the work.
The work is presented in the hope that it will be of value to teachers, children and 
adults as they work together each contributing to the spiritual development of the 
other. It is dedicated to my son Joel, who has shown me the reality of spiritual 
experience and whose presence is a continuing reminder of the abundance of the spirit 
within the child.
m
rHAPTER 1 : W hat is meant hv the Sniritual in an 
Educational Tontext?
1.1 Introduction
Under the terms of the 1988 Education Reform Act, schools are charged with promoting the 
spiritual development of children. They must offer the children a ‘balanced and broadly based’ 
curriculum which ‘promotes the spiritual, moral, cultural, mental and physical development of 
pupils at the school and of society’ (ERA 1988 para. 2.a)
While some of the aspects listed might be easily recognisable to many people, it has been 
suggested (e.g. Ungoed-Thomas 1986, Starkings 1993, Woods 1996), that the notion of 
spiritual development is not as easily accessible. This chapter explores the nature of the term 
‘spiritual development’ in an attempt to reach an understanding of the term which is useful in 
an educational context.
The chapter attempts to answer the question ‘What is meant by the ‘spiritual’ and in what sense 
can spiritual development be a part of the work of schools?’ A suggested way forward is to 
focus on a definition of the term by the Office for Standards in Education (Ofsted 1993), which 
is used by their officers when they inspect a school’s provision. This is used as a basis to 
explore the notion through recent literature to see whether the term is meaningful in an 
educational context.
1.2 Recent Interest in the Spiritual
Interest in ‘things spiritual’ can be seen not just as a pre-occupation within the sphere of 
education, but as a growing global phenomenon. Indeed it could be said that the interest which 
has been generated within education is a direct reflection of the interest shown in the wider 
world. This interest in the spiritual can be seen across a range of topics and concerns and across 
both the Western world and other countries.
It appears that for many, the hope that economic wealth and stability in the Western world 
would lead to satisfaction in life has been dashed. Plunkett (1990) has identified a ‘crisis’ facing 
modem society which is seen by many as arising from a deep dissatisfaction with what it has to 
offer. Thompson (1991) recalls hearing the Chief Rabbi elect speak at the Reith Lecture in 
1991. He voiced his opinion of'the inability of the society in which we live, dominated as it is 
by the motive of consumerism, to fulfil the deeper needs of people. In the wake of the demise 
of the two great visions of the twentieth century, Marxism and Fascism, there is an emptiness 
which consumerism cannot satisfy' (Thompson 1991, p. 125). Leech (1992) argues forcefully 
from a Christian tradition for a return to spiritual values to face the problems of modem 
society. Thompson (1991) suggests that the popular emphasis on the spiritual may be a 
reaction to this vacuum. The decline in membership of the world’s major religions also leaves 
the way open for alternate forms of spirituality. Bunting in the Guardian (Thursday October 8^  ^
1998) notes that the Catholic Church is taking seriously new types of spirituality which attempt 
to fin the vacuum, with a draft document being drawn up by the Vatican on the subject of the 
‘New Age’.
Minney (1995) suggests that the dissatisfaction is a direct response to the disillusion of people 
who expected more of modem society and the promise of science:
To our grandparents it seemed that natural sciences, especially physics, 
were about to supply the answer to all life's questions, just as easily 
as technology seemed to promise to supply all life's material needs. But 
now shortMs m the power of reason to bring in Utopia have impinged 
on the public conscience, most especially on the younger generation, in 
terms of pollution, bio-degradation and global warming.
(p.l7)
Hay (1997) speaks of the fears of Westem society that social structure is breaking down, that people 
feel isolated, relationships are strained and that there no longer seem to be any ‘constraints on the 
excesses of individualism’ (p. 4). Priestley (1996) feels this is evident among the young. ‘We have 
lost our dreams and with that loss a young generation has nothing to strive for, or is corrpelled to
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look for them in limited places such as the football field or the shallow fantasy world of the television 
soap opera’ (p. 8).
Hull, in his keynote speech at the Roehampton Institute Conference on ‘Education, Spirituality and 
the Whole Child’ (June, 1995), went even further and identified the growing 'spirituality of money' 
which pervades westem society as the evil to which we must respond. He argued that it is not just 
secularisation and consumerism which undermine human values, but the increasing deification of 
money, in which money is valued in its own right rather than as a means to purchase.
Bunting {Guardian, Thursday October 8^ 1998) reflects on the incredible rise in interest in the 
spiritual in the form of the emergence of ‘Gums’ who offer a way to personal happiness. These 
self-styled spiritual leaders, she suggests, fuse ‘sixties idealism with ‘Eastem and non-Christian 
spirituality, Jungian psychotherapy and Westem science’ and are able to ‘adopt and adapt ideas 
from the global spiritual supermarket and communicate them brilliantly’ (p.7). The influence of 
such thinking is everywhere, from sports training to business management. Bunting notes that 
such thinking is becoming mainstream — the NHS funding Feng Shui consultants on wards — 
and in this sense ‘we are all New Agers now’ (p.7).
A visit to a local bookshop highlights the growth of these ‘New Age’ spiritualities. On a visit to 
a shop in London it was noted that there were more than 300 publications on the shelf labelled 
‘Mind, Body and Spirit’. Topics ranged from introductions to Feng Shui to dream 
interpretation and angels, bearing titles such as ‘Heaven’s Mirror’ ‘The Celestine Vision’ and 
‘The Seven Spiritual Laws of Success’. A brief conversation with a member of staff revealed 
that this is a burgeoning area. Some titles were made popular by recent television programmes, 
while others were perennially popular, such as The Prophet by Kahhl Gdbran and The 
Alchemist by Paolo Coelho. This was just in a high street bookshop; from a local telephone 
book there appear to be at least 13 specialist bookshops focusing on these subjects within the 
London area alone.
Although this kind of movement may attract ridicule from members of the British press such as 
Bunting (1998), for her there is.no doubt that ‘for millions, it has offered a relief from high 
levels of stress, anxiety and addictive behaviour; it has given them peace, autonomy and a way
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to understand God, freed from the perceived inadequacies of institutionalised religion’(p.8). 
What is more, the communications revolution has made these new spiritualities available to a 
global audience.
However, although such movements are widespread, they are not going unchallenged. Bunting 
lists some criticisms and reservations that have been raised. Firstly, ‘New Age’ also tends to 
include extreme forms such as tarot cards, crystals and astrology, which may be less easy for 
mainstream religions to accept. Secondly, although this type of spirituality criticises modem 
consumer society, it bears many similarities to it -  modem Gurus are making a fortune out of 
exploiting ‘those in a hfe crisis who will grab at anything which promises salvation’. Added to 
this, this particular type of salvation comes at a price- it is only available to those who can 
afford the associated lectures, seminars and tapes. The third, and perhaps most damning 
criticism is that these movements are essentially individualistic. The goal is personal fulfilment, 
which does not appear to include concem for fellow human beings. There is little in these ‘New 
Age’ spiritualities which directs the attention to the poor and needy. This concept of the ‘goal’ 
of spirituality is cmcial to an understanding of the place of the term, both in modem society and 
in education. It is something that will be explored more fully in Chapter 2.
1.3 Interest within Wider Education
The spiritual was identified as an aspect of education within the 1944 Education Act, although in 
subsequent years it was referred to mainly in relation to Religious Education (R.E.). However, many 
of those writing within Religious Education about the spiritual did so in the context of a growing 
concem for a change in education itself. These writers saw the spiritual as an aspect of education 
that far exceeds the boundaries of R.E. (although R.E. might be its natural home). Their concem 
was that, not only was the spiritual not evident in R.E., it was also missing from the whole of 
children's education. The enq)hasis on the phenomenological (see Chapter 2) in Religious Education 
was offered as but one syn^tom of a wider secularisation of society in which materialism has 
become the new god. Webster argued in 1985 that education needed a vision. He accused education 
of ignoring anything other than a positivist dimension, confining itself to 'boundaries which are too 
closely drawn' (p. 12). Holley (1978), saw spiritual awareness as recognising the limitations of
material possessions. Bates (1982) hoped that the advances in thinking about the spiritual would 
produce approaches which would ‘take account of the secular realities of our culture and would 
utilise more M y the spiritual potential of secularity, particularly in the creative arts' (p.34).
King (1985) suggested that the world was crying out for a spiritual approach to education. She 
recognised the changing nature of society which can leave people feeling lost and afraid. But she 
also recognised that there was a two-fold searching which was taking place. ‘There is a search for a 
new kind of universahsm linked to an exploration of the outer world and a new exploration of the 
inner world, of the conçlexity and depth of human inwardness’ (p. 136).
In the recent past, occasional reference to the spiritual could be seen outside the realm of religious 
educators. For exanple, Yardley (1970) discussed the 'grovffii of the spirit' in her book. Senses and 
Sensitivity. She declared that it was part of the teacher's responsibility to encourage the child's spirit 
to grow. She spoke of the child being, 'unique, a person in his own right, with an independent life to 
lead and an inner vision of life which no-one has the power to violate' (p.59). Furthermore, in 
school, the liberation of the spirit is the first responsibility of the teacher and of the environment she 
provides' (ibid). Such a plea, which echoes the philosophies of the great educators such as Freidrich 
Froebel, appears to found little place in educational theory in the years immediately foUovring the 
1988 Education Reform Act.
Religious Education has developed its interest in the spiritual for a variety of reasons which will be 
explored in Chapter 2 and it is also true that the spiritual has emerged as an issue m the wider 
educational arena. It was clear that before 1988 little interest was shown in the subject outside R.E. 
so why should it now be on the wider educational agenda?
One answer, it seems, has much to do with the way education policy developed post-1988. 
Educationalists have been concerned with the increasing enphasis on a curriculum which focuses on 
discrete subject areas, mainly knowledge based and leading to national testing of children. There has 
been concem that inportant areas of life are excluded, leading to a narrow education which M s to 
address values, morals, personal development and the spiritual (see for example Jones 1989, Hay. D 
1998). While these areas certainly appeared in the rhetoric, for exanple in guidance to (Office for 
Standards in Education) inspectors on how to inspect Spiritual, Moral, Social and Cultural aspects
5
(Ofeted 1993), it is arguable that the pressures of attainment, league tables and the economic 
demand for future workers skilled in technological understanding, leave little time for the exploration 
of less quantifiable attributes. More recently, attempts have been made to address this imbalance in 
the curriculum through such initiatives as the consultation on Values (SCAA 1996b) and the report 
on Citizenship (Crick 1998).
There were those who responded quickly to the National Curriculum, in particular, criticising the 
influence of those others who wished to see the fulfilment of a consumerist society. Ken Jones 
(1989) called those within the Conservative government whose concem it was to produce an 
enterprise economy the 'modernisers'. Such people would not be interested in the development of 
the spiritual, as it would not be seen to contribute to the economy of the nation. Arguably, the result 
is a curriculum which is pragmatic and utilitarian and which attaches little importance to those values 
closely associated with spirituality. Jones (op. cit.) condemns the curriculum for
the narrowness of its conceptions of knowledge; the 
limitations of its claim to promote equal opportunities; 
and, most of all, the utter meagreness of the ideas of 
human potential that run through its claim to be 
developing a better, more fulfilling education.
(p. 85).
Priestley (1996) argues that the problem with the National Curriculum is that it was formulated 
without any discussion of the philosophical firamework which underpinned it. He says that the 
different groups were sent away to work on their own part without any sense of the whole. Even 
less was there any sense of what was to be understood as an educated person. Those who are 
concemed (such as Hay,1985; Plunkett,1990; Hull, 1995; Priestley, 1996), are asking for a more 
holistic approach to education which is concemed not only with subject knowledge and skills, but 
which addresses issues at the heart of human endeavour. It is argued that not only would this be 
beneficial to individuals, but would benefit society at large, as Plunkett (1990) says in his prefece to 
his book. Secular and Spiritual values. Grounds for hope in education. ‘The hopefulness of this 
work signalled in its title lies in the signs that can be detected of efforts to reclaim the wholeness, 
even the holiness of education, and indeed of civilisation’ (page vii). In describing the 'crisis' facing
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society in relation to values, Plunkett calls for a curriculum which is ‘open’ to the spiritual. He sees 
the spiritual as having a unifying effect on society:
Holding the view that life ultimately demands spiritual beliefe and values, I see 
this as being the most fundamental need of our societies, which have lost a sense 
of purpose and are moving into deeper crisis without any common basis for hope 
in the future, (p. 138)
The role of the school in contributing to the spiritual and moral welfere of society is enshrined in the 
1988 Education Reform Act.
Minney (1991) warns, however, that embmcing the spiritual in education could lead to a questioning 
of society’s present values, which might not please those devoted to a consumerist society. He calls 
for a ‘wider vision’ of education which can break down prejudice, but can also help transcend 
assumed values, which might be seen as ‘an attack on the values of consumerism’ (p. 396).
Just as the New Age advocates draw on the teachings of the ancients (see Bunting 1996 above), so 
within education there has been a tendency to return to the writings of the great educationalists to 
find a new vision for education. For exanç>le. Sang-Wok Lee (1991) has studied the recognition of 
the spiritual in the life and work of Froebel; Jack Priestley (1992) finds a philosophy in the work of 
Alfred North Whitehead. At the same time alternative schools, which give a central focus to the 
spiritual, such as those within the Steiner movement and Christian schools, are increasingly popular 
among parents. Church schools, too, appear to be strengthening their confidence in declaring a 
spiritual framework for their curricula (Johnson and McCreery, 1998; Johnson and CasteUi, 1998). 
Religious schools of other persuasions, such as the recently state funded Muslim schools, are also 
able to be explicit in their spiritual focus.
The call for a spiritual approach to education has gradually drawn the issues out of the realm of 
Religious Education. Hill (1989) calls for an approach to the spiritual across the curriculum. He 
criticises the National Curriculum because it is likely to 'reinforce narrowly discipline-based 
approaches and instrumental, economy-driven objectives' (p. 174) and asks each curriculum area to 
address the spiritual. Recent initiatives within the areas of Citizenship and Values also address the
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spiritual development of children in our schools (e.g. the SCAA paper, Consultation on Values in 
Education and the Community 1996b).
1.4 Ofsted: Towards a Definition of the Spiritual
Before exploring the place of the spiritual in education, it is necessary to do some ground - 
work to make clear what it is that is meant by the term ‘spiritual’. The government mechanism 
for ensuring that schools offer a ‘balanced and broadly based curriculum’ to their children is 
through inspections by the Office for Standards in Education (Ofsted). The Framework for 
Inspection (1993) offers this definition of spiritual development:
Spiritual development relates to that aspect of inner life through which pupils 
acquire insights into their personal existence which are of enduring worth. It is 
characterised by reflection, the attribution of meaning to experience, valuing a 
non-material dimension to life and intimations of an enduring reality.
‘Spiritual’ is not synonymous with ‘religious’; all areas of the curriculum may 
contribute to pupils’ spiritual development. (Ofsted 1993 p.21)
This definition of the spiritual will be used as a starting point to review the various definitions 
which have been offered within recent educational thinking.
Many writers have recognised the difficulty of trying to define ‘spirituality’. For example, 
Ungoed-Thomas (1986), suggests that it is because, ‘it refers to that which is abstract, 
chimerical, of its very nature elusive’ (p.7). Webster (1990) suggests that the term is ‘ultimately 
impenetrable’ because it ‘draws attention to what is invisible but not illusory, to what is 
powerful but not explicable, and to what is non-rational but not meaningless’ (p.357). Indeed, 
Webster warns against trying to pin down the term, especially by logic and rational arguments. 
Priestley (1985) also denies exploration of the spiritual through intellectual means. He suggests 
that we can only talk of the spiritual in terms of images rather than concepts. To tie spirituality 
down to intellectual discourse is to lose it, because it cannot be limited to static forms of 
intellectual models. In contrast. Sheldrake (1996) argues that, ‘Spirituality, as an area of study.
must be capable of définition. If it has no conceptual hmits, effectively it means nothing’ (p.40).
What is clear, is that a definition of the term can be just as easily sought today in non-religious 
as in religious contexts. Donley (1992) suggests that the word ‘in contemporary Westem usage 
is as likely to be found on the lips of an atheist as of a believer’, but is concemed that ‘ in many 
instances it seems to mean Httle more than “uplifting” ’(p. 184). Hay (1997) suggests that the 
term offers an ‘apparently harmless and ambiguous code word’ (p. 6) which offers common 
ground for believers and secularists to address the problems of modem living. Sheldrake (1996) 
recognises that the term appears to cover a range of different disciplines, but that even within a 
religious (Christian) context the term is a fairly modem one. Webster (1990) feels that probably 
the most we can hope for in terms understanding the concept is to ‘offer starting points from 
which to quest, rather than a map of the territory’ (p. 357).
1.4.1 Spirituality and religion
Sheldrake (1996) suggests that the difficulty over definition arises because the term does not 
exist in abstraction. He says that historically it is always linked to a particular tradition in a 
particular place and time. He speaks primarily of Christian Spirituahty and traces its history 
through various Christian teachings to the present day. This could be equally done within other 
traditions; thus Muslim spirituality or Jewish spirituality could be seen to be changing and 
reflecting the lives of particular people at particular times. Furthermore, the definition of the 
spiritual is influenced by those groups who hold the power within these traditions; for example, 
within Christianity it is clear that the defimtion has been mainly that of the wealthy, the clergy 
and essentially male (Hammond 1992).
The Ofsted definition of ‘spiritual’ says that it is ‘not synonymous with religious’ and that all 
areas of curriculum have a part to play in children’s spiritual development. Recent literature 
tends to view spirituality as something which is shared by all humans, and in this sense, it is 
possible to define spirituality outside of religion. Webster (1990) says it is universal. Hill (1989) 
says it is an aspect of human nature not ‘subsumed by other adjectives’ (p. 169). Minney (1991) 
would have us draw a Venn-diagram in which spirituality and religion were represented as two 
overlapping circles, thus leaving us an area which was spiritual but not religious (p.388). 
Priestley (1996) reminds us that the term ‘spiritual’ was originally included in the 1944
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Education Act because it was broader than ‘religious’.
A paper published by the British Humanist Association (1992) acknowledges that there are 
different understandings of the term from within religious traditions and outside them, but that 
the school must be ‘concerned with the shared reality: it should not be biased towards either 
the one interpretation or the other’. It quotes from a David Pascall speech to the Association of 
Religious Advisers and Educators in 1992: ‘By spiritual I refer to something far broader than 
adherence to a religious feith - something instead which is common to all human beings’. 
Priestley (1985) draws our attention to famous people of the past (such as Shelley and Byron) 
who, despite having little time for organised religion, nevertheless displayed spiritual ‘insight’.
The authors of the discussion paper on Spiritual and Moral Development published by the 
Schools Curriculum and Assessment Authority (SCAA 1996a) were keen to widen the spiritual 
beyond religion:
The potential for spiritual development is open to everyone and is not 
confined to the development of religious beliefs or conversion to a particular 
faith. To limit spiritual development in this way would be to exclude from its 
scope the majority of pupils in our schools who do not come from overtly 
religious backgrounds, (p. 3)
Here we clearly see that in order for the spiritual to make any sense in contemporary education, 
it has to be understood in the widest possible terms. ‘The term needs to be seen as applying to 
something fundamental in the human condition’ (ibid.).
However, not everyone is convinced by this separation of the spiritual from religion. White 
(1994) is sceptical of the apparent concem of Ofsted to detach the spiritual from the religious. 
He maintains that phrases such as ‘attributing meaning to experience’, ‘valuing a non-material 
dimension to life’ and ‘intimations of an enduring reality’ hint at a religious interpretation of 
life.
More recently, Wright, Carr and others have been arguing that such a separation is neither
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possible nor logical. Wright (1998) argues that current discussion of the spiritual is 'localised' 
and draws upon a 'romantic/post-modem' tradition which is not recognised. Wright suggests 
that the discussion of spirituality needs to be contextualised, because all understandings of the 
term are derived from established traditions. He would, therefore, have us speak of a 'diversity 
of contrasting spiritual traditions', recognising the variety of religious perspectives. Carr’s 
(1996) views support this notion, leading him to conclude that
the only way to make sense of spiritual education as a significant part of the school 
curriculum is via the engagement of young people with some serious tradition of 
spiritual reflection or enquiry through which they might come to appreciate the 
nature of genuine spiritual concerns and questions (p. 173).
This argument also leads him to suggest that the only legitimate place for such study is in the 
church school, because the county school is forbidden by law, to explore such areas with 
children.
It would seem that these various authorities recognise the historical link between the spiritual 
and religion but vary in their view of the extent to which the spiritual can be separated from 
religion.
1.4.2 Interiority and Exteriority
For many writers there is a tension between the spiritual as something which is ‘inner’ and as 
something which is ‘out there’. Priestley (1985), for example, talks of ‘inwardness’ in relation 
to the spiritual. The Agreed Syllabus for Religious Education in Croydon (1988) says the 
spiritual dimension is ‘basically concemed with human inner needs’ (p.2). The Ofsted definition 
speaks of ‘inner life’ through which pupils ‘acquire insights’ into personal existence. It says this 
is characterised by ‘reflection’ (Ofsted 1993 p. 21).
However, this emphasis on the spiritual as an ‘inner’ concem has critics such as Thatcher 
(1991) who says that this interpretation is too individualistic. Thatcher would have us consider 
the spiritual in the context of relationships. Spirituality he says is not to do with ‘inner’ but 
rather ‘between-ness’. His definition of spirituality is ‘the practice of, or the study of, the ways
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in which human beings are related to each other, to creation, and to God, and live, or faü to in 
love’ (1992 p. 2). Hay (1997) offers a definition which is to do with ‘our direct awareness of 
our relationship with reality’ (p. 9) and recalls a term used by Marx - ‘species-being’- which 
describes the identity of the individual only in relationship with other human beings.
Wright (1998) follows this lead and warns of the dangers of isolated spirituality. ‘Spirituality 
thus involves a dynamic relationship between the individual and the community: and any 
affirmation of one aspect at the expense of the other would appear to be a retrograde move’ 
(p.89).
1.4.3 Transcendence
Linked to the notion of the spiritual being something ‘outer’ as opposed to ‘inner’ is the 
concept of transcendence. The Agreed Syllabus for Cornwall (1990) says that spiritual capacity 
is that which ‘recognises that there is more to life than our habitual or taken for granted 
experience. A focus on the spiritual implies a more than usual wakefulness, an awareness of 
depth, of extra meaning, of beyond’ (1990, appendix 2).
Hill (1989) lists transcendence as one of his ‘marks of the spirit’. The others he says are 
endurance, creativity and dialogue, but transcendence is the lynch - pin, ‘Human beings have 
the distract capacity to rise above the feelings and rhythms of animal life and become conscious 
of personal identity’ (p. 171). He says humans are able to transcend time and to reason, but like 
Priestley (1996) he sees this as something distinct fi-om mental capacity. For Priestley, a key 
feature of the spiritual is that it is ‘other-worldly’. ‘The spiritual is as concerned with other 
worldliness as with this world. It invites us to look beyond, to a world which might be brought 
into existence but is not yet with us’ (p. 18).
Linked to the notion of transcendence is that o f ‘mystery’. Holley (1978) says that the spiritual 
is rooted in the mysterious in Hfe, ‘not the mysterious which is a problem which may one day be 
solved, by, say, the detective, the mathematician or the geneticist, but rather the mysterious 
which is the ultimate depths of personal life’ (p. 50).
The Ofsted definition speaks of the spiritual in connection with personal experiences of
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‘enduring worth’ and ‘intimations of an enduring reality’ which could refer to the 
‘transcendent’ in human experience.
1.4.4 Non-material dimension
The Ofsted definition suggests that the spiritual is to do with valuing a non-material side to Hfe. 
This has caused discussion among several writers and indicates that the meaning of this phrase 
needs to be unpicked. On the one hand it could mean that people need to be encouraged to 
value more than material wealth -  and this might be agreed upon. However, there has been 
debate about the artificial division between the material and non-material dimensions arising 
firom a dualistic notion of existence (Thatcher 1992). Such duaHsm within Christianity has led in 
the past to the relegation of the physical body and an attempt to escape fi-om it in order to 
achieve spiritual goals.
It seems Hkely that it is the former definition that is understood by Ofsted and Hammond’s 
definition: ‘SpirituaHty is about all aspects of life: an awareness of one’s identity; the way we 
relate to other people in community; and our place in and relationship to the rest of the cosmos’ 
(1992 p. 5) is likely to find agreement.
For some (e.g. Wright, 1998), this concern includes consideration of notions of truth. Decisions 
need to be made concerning 'ultimate concerns'. If material security is not seen as a goal, what 
is the goal? The spiritual is to do with identifying issues of ultimate concern and value and 
recognising which values are 'truthful' and which are not. Wright (1998) recognises that such 
issues are not easily agreed upon, but he argues that spiritual endeavour must encompass the 
tensions brought about by a plural society.
The educational task needs to be seen in terms of developing the Hteracy of 
individuals, and of society as a whole, so as to enable the collective spiritual 
pilgrimage towards proper relationship with that which is indeed ultimately true and 
of ultimate value to proceed with wisdom, insight and intelHgence. (Wright, p. 92).
1.4.5 Existence and experience
Ofsted (1993) states that the spiritual is to do with ‘insights into personal experience’ and the
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‘attribution of meaning to experience’(p.21). This definition of the spiritual, which involves 
reflection and making meaning again emphasises a very personal, individual concept. It echoes 
Starkings (1993) who speaks of the ‘integration of life’s experiences’ (p.20) and King (1985) 
who describes the ‘lived quality of a person’ (p. 137). It focuses both on ‘questions of ultimate 
reality’ -  why am I here?, what is the purpose of life? -  and on the way in which people make 
sense of their own experiences. World religions have grappled with these issues for centuries 
and indeed it is these kinds of questions which are said to give rise to religion: ‘it is out of 
spiritual awareness that religion grows as a cultural response’ (Hay, 1997 p. 10).
Consideration of experience is not limited to that of the individual. Experience is also reflected 
in the history of the traditions, in their language and stories. Such experience is shared through 
language, and helps each generation interpret the world for itself. 'It is the shared language of 
stories, myths and narratives that shapes and forms our experience, while at the same time our 
broadening experience requires us to expand and refine our linguistic heritage' (Wright, 1998 
p. 90).
1.4.6 Limitations of the Ofsted definition
It would appear that the definition offered by Ofsted, with which this section begins, reflects 
much of what has been said about the nature of ‘spirituality’ in recent literature. It also seems 
apparent that no concise definition can be reached, although, as Sheldrake (1991) argues, some 
limits need to be set on the scope of the concept. For the purposes of this study, linked as it is 
to the provision for the spiritual in an educational context, the Ofsted definition wiU be 
provisionally accepted as a fi-amework for exploring the area.
However, there are some limitations to the Ofsted definition. Some of these have been 
indicated above, particularly where the definition seems implicitly to accept a religious 
standpoint which others find unacceptable. The Ofsted definition also concentrates on the 
individual and the personal search for meaning. It tends to focus on the ‘inner’ without concern 
for the individual’s relationship to the ‘outer’ world. To this could be added reference to the 
individual’s relationship with others, with the natural world, (and for believers) the ultimate 
reality. Wright (1998) for example offers this definition of spirituality:
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spirituality is the developing relationship of the individual, within community and 
tradition, to that which is - or is perceived to be - of ultimate value and ultimate 
truth, (p. 88)
The other limitation is the failure to see the spiritual as an active element. While it may certainly 
be to do with ‘being’ and ‘essence’ of the person, there is also the sense of the spiritual being a 
source of action. Priestley (1985) has remarked on the ‘aspirational’ and ‘inspirational’ nature 
of the spiritual. Here it is seen as a motivating force in peoples’ lives. Priestley (1996) has 
called the spiritual ‘dynamic’. It is ‘active, energetic, vibrant, vigorous and vital’ (McCreery 
1994). It is this vitality which moves people to act in the way they do. ‘It is the spiritual that 
vitalises us. Just as the vital organs are essential for life, so the spiritual is vital for life, giving 
strength, power and imagination to explain, search and change’ (McCreery, 1994 p.98).
1.5 Evidence for the Spiritual
While a universal definition of the spiritual may not be achievable (and some may say, not 
desirable), the question remains as to how far we can accept the spiritual as an innate human 
capacity. What evidence is there that humans do have a ‘spiritual’ side? Is the spiritual a 
construct of social and cultural origins or does it exist independent of, albeit contextuafised 
within human organisation? If the spiritual is something which we must take seriously in our 
schools, we must at least be convinced that such a thing exists -  let alone whether it is an 
appropriate topic for school study.
In this section, evidence of the spiritual is sought firom a range of disciplines. The review is 
necessarily selective and leaves out more of the vast body of knowledge of the spiritual than it 
includes. A key feature is the use of Christianity as the main religious source and England as the 
context. This can be justified in that for the most part, the focus of this thesis is the inclusion of 
the spiritual within English state schools, for the majority of whom Christianity forms the 
historical and cultural context.
The question of what counts as evidence in relation to the spiritual is a difficult one. By nature 
the spiritual may not be something that can be observed, categorised and measured. Holley
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(1978) describes the spiritual as being other than the physical or mental. Because of this ‘it is 
neither limited by considerations of space and time nor is it open to demonstration by way of 
pieces of apparatus’ (p. 49). It cannot be open to demonstration rationally in terms of proof and 
disproof because it is beyond those things. ‘It is because spiritual matters are non-rational (not 
irrational) that human articulation hints at rather than grasps the spiritual, and veils as much as 
it reveals’ (p. 50).
1.5.1 Religion
Traditionally, the home of discussion in relation to the spiritual must lie within religion. ‘It is 
undoubtedly true that up until very recently, spirituality has been conceived, experienced and 
exercised, primarily if not exclusively, within the framework of the world’s religious traditions’ 
(Slee, 1992). For some, the phenomenon of religion, which is a universal one, is in itself 
evidence of the reality of the spiritual. Religion is humankind’s response to the awareness of 
transcendence (Hay, 1997).
Smart (1989) traces the key features within the world’s religions by identifying seven 
dimensions. One of these he calls the ‘Experiential and Emotional Dimension’. Within this 
dimension, he highlights the significance of religious experience in the development of the 
world’s religions. He describes the experiences of such key figures as Muhammad, Paul and 
Buddha as ‘the food on which the other dimensions of religion feed’ (p. 13). In contemporary 
religious settings. Smart identifies conversion or ‘bom again’ experiences and the work of 
Shamans as examples of this type of experience which has the power to transform lives. Such 
experiences serve not only to transform the lives of those who experience them, but those who 
witness and those who hear. Central to this religious experience is what Otto (1950) calls the 
sense of the ‘numinous’. This refers to the sense of mystery to which humans are drawn, which 
is at the same time both fascinating and terrifying.
Recent writers such as Slee (1992) and Sheldrake (1996) among many others, have commented 
on the narrowness of spiritual understanding derived from the world’s religions. There is a 
recognition that spiritual traditions are handed down by the powerful and successfiil of history. 
Within many world religions, the spiritual has been the domain of an elite; usually priestly, 
predominantly male and frequently wealthy. Thus the spirituality of the poor, the oppressed, the
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conquered, the uneducated, and of course, of women has heen ignored and often lost. Such 
marginalised groups are now emerging within many religious traditions and may be thought of 
as claiming their spiritual heritage.
The difficulty with evidence firom the religious world is that in contemporary society, with 
many people making sense of their lives outside a religious fi-amework, 'spiritual' experiences 
could be said to be peculiar to the 'religious'. These can be dismissed as illusions or accused of 
being politically motivated. What evidence is there outside of religious tradition to point to the 
spiritual in human existence?
1.5.2 Child psychology and spiritual development
Nye (1996) has noted that in recent times developmental psychology has neglected the subject 
of children’s spirituality. The reasons for this may not be immediately clear, but may have its 
roots in earlier scepticism and certainly, within the educational field, may emerge firom the 
assumptions of Piaget. Within the Religious Education world, Goldman (1974) and Fowler 
(1981) both of whom followed Piaget’s assumptions, did not explore this aspect of children’s 
lives. Like Piaget, their focus was very much on children’s intellectual development. More 
recently, there has been a growing view that such work in the past did not do justice to 
children’s abilities and awareness. Critical of Piaget and his underestimation of children’s 
capacities, Donaldson (1992) has encouraged us to think more widely about children’s 
understanding. She draws attention to what she calls the ‘point-mode’ in which children 
especially are able to focus on an instant in time. For Hay and Nye (1998) this is similar to 
Vygotsky’s (1962) views about language and thought, and they call this awareness a sense of 
‘here and now’ which is common in children. This sense is considered a key ingredient of 
spiritual awareness.
There has also been a growing interest in children’s spiritual development firom both religious 
and non-religious view points (e.g. Shelley, 1982; Simon, 1993; Bradford, 1995; Myers, 1997). 
The Ofsted definition of the spiritual also includes the requirement for aU subjects of the 
curriculum to contribute towards children’s spiritual development. This raises the questions, 
‘What do we mean by spiritual development and in what ways do children ‘develop’ 
spiritually?’
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In their guidance to inspectors (1993) and in discussion papers (1994) Ofsted have attempted 
to give advice and suggestions regarding the notion of spiritual development. Recognising that 
the spiritual is a difficult area to inspect, the emphasis appears to be on the school’s provision 
rather than individual children’s development. ‘Spiritual development is to be judged by how 
well the school promotes opportunities for pupils to reflect on aspects of their lives and the 
human condition’ (Ofsted, 1993, p. 21). Two sections of the February 1994 discussion paper 
are devoted to the notion of children’s development, which is likened to the growth and nurture 
of a plant.
White (1994) is dismissive of such an analogy, complaining that it is still built upon a Piagetian 
model of development which has long since been challenged. He argues that spiritual 
development cannot be likened to physical growth and that such a view ‘conceives educational 
learning as a natural process, whereas it should be conceived as a social enterprise’ (p. 371). 
White believes that we can only talk of development in a ‘transitive’ sense, i.e. the idea that 
parents, teachers and schools develop qualities in pupils: but pupils do not themselves develop 
-  the latter idea he says, is nonsense.
Priestley (1996), too, is sceptical of the notion of spiritual and moral development ‘What I have 
never been convinced of was the Kohlbergian thesis that somehow morality is something which 
develops naturally like physical growth’ (p. 7). Coles (1990) has also challenged this notion of 
development by giving us examples of children whose spiritual and moral maturity fer 
surpassed that of the adults around them. However, there are also those, like Kay (1996) who 
still find value in the work of people such as Fowler, Fowler (1981) identified what he called 
six ‘Stages of Faith’, through which he believed all people move. He suggested that the child 
begins m in&ncy at a ‘pre’ stage of ‘Undifferentiated Faith’ based on its initial experiences of 
life mediated through the parent. The ultimate stage is that of ‘UniversaHsmg Faith’, which 
Fowler believes to be rare, but involves the individual in a sense of universal vision in which 
they cease to recognise themselves or groups, but become ‘incamators and actualisers of the 
spirit of an inclusive and fulfilled human community’ (p. 200). Kay makes use of Fowler’s 
stages of faith to build a picture of children’s spiritual development.
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A difficulty arises from the absence of any concept of ‘spiritual maturity’ (hke physical 
maturity). If the outcome of development is not grasped, how can there be any notion of a 
developmental process? Rodger (1996) and Newby (1996) have attempted to address this 
issue. Rodger draws on the work of Beck (1991) and Evans (1979; 1993) to identify 
characteristics of ‘Spiritual People’. These include qualities such as humility, responsibility, 
gratitude and hope and very much echo Newby’s ten features of the spiritually developed 
person. Newby believes that spiritual development is the development of ‘psychic self-identity’ 
which is related to the values, beliefs and attitudes of the society in which the individual grows 
up. Webster (1996) describes spiritual growth as ‘the slow displacement of the self from the 
centre of all concern in a movement towards others in thoughtful caring and loving openness’ 
(p. 4).
In marked contrast to any notion of gradual spiritual development, which matures with age, is 
the notion of spiritual regression or spiritual loss. Robinson (1983) suggests that perhaps a 
child is bom with an innate spiritual awareness which gradually diminishes. Rodger speaks o f‘a 
knowing we have lost touch with, which it would be to our great benefit to recover’ (p. 56). 
Spiritual endeavour is thus the attempt to retrieve that which we once had. For Hay (1998), this 
is a result of deliberate neglect in western society. Donaldson (1992) also, has drawn attention 
to the imbalance which has occurred in the Western world, between intellectual and emotional 
development. She maintains that in our culture the intellectual ‘modes’ of thinking are valued 
far more than ‘value sensing’ modes. She uses the term ‘transcendent’ (p. 125) to mark the 
highest order of thinking in both the intellectual and value-sensing modes and argues that only 
when these are balanced wiU our society be able to progress.
1.5.3 The contribution of philosophy
Attention to the spiritual can be seen in philosophical reflection back to the time of the Ancient 
Greeks. Here we might highlight the contribution of philosophers to education in the 
exploration of its role in chUdren's spiritual development. A starting point could be the 'ideas' of 
Plato, in which everything has its ‘spiritual’ perfect form. Emphasis on the separation of the 
material from the spiritual starts here and makes its way through to the present day. 
Throughout philosophical history, the notion of there being ‘something other’ than the 
everyday world is a recurring feature. Priestley (1996) sees a striving for the spiritual in the
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work of Kirkegaard, Wittgenstein and Otto. He calls them, ‘prophetic voices trying desperately 
to reinsert something of the spiritual dimension back into a culture which felt it could do 
without it’ (p. 14).
Priestley finds a useful viewpoint arising fi-om the work of Alfred North Whitehead and quotes 
his thoughts from his book The Aims o f Education - 'the essence of education is that it be 
religious'. Religious in this sense is to do with spiritual striving rather than nurture into a 
particular faith tradition. This use of the term 'religious' which is broader than 'religions' is what 
we might call the 'spiritual' today. Knight (1998) finds similar sentiments in the work of Dewey. 
An opponent of traditional religious instruction in schools, Dewey nevertheless had a view of 
what it might be. Religious Education should be
a question of bringing the child to appreciate the truly religious aspects of his own 
growing life, not one of inculcating him externally with beliefs and emotions which 
adults happen to have found serviceable to themselves.
(Dewey, 1903; quoted in Knight, 1998 p.74).
The kind of religious education being called for is very much in fine with notions of the spiritual 
being explored here. ‘For Dewey, natural spiritual growth and the religious dimension of 
experience provide us with a sense of place in relation to an all-encompassing whole’ (Knight 
1998, p. 75).
The necessity of these aspects of human experience are recognised. They are seen as vital 
components which motivate humans and enable them to make sense of the world.
They are necessary features of human personality that sharpen our senses to all that 
is possible in the actual world, awaken our imagination to all those ideals which the 
actual world allows us to envision and inspire us into action to realise these ideals 
despite loss, danger or disappointment, (ibid.)
Here again we are seeing this notion of the spiritual as a vital force which provides both 
‘inspiration’ and ‘aspiration’.
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Bellett (1998) finds Friere’s notion of ‘conscientisation’ of value in suggesting a way forward 
in these areas. She argues that the main aim of Religious Education is this awareness of the self 
within a cultural fi*amework. Bellett goes on to argue that the aim of Religious Education 
should also be that of liberation, of enabling young people to explore their role in society and 
their responses to it. This links to the notion of the spiritual as response (see Chapter 1.5.6 
below) in that it is a plea for a humane education system for a humane society.
1.5.4 The contribution of sociology
While little appears to have been written explicitly about the sociological perspective on the 
spiritual, there is a wealth of material relating to religion and sociology. It is to this that we may 
look to for evidence of the place of the spiritual in human society.
Sociology of religion has often sought to explain the origins of religion in human society and 
find reasons for its role and development. Recent writing focuses on the enduring nature of 
religion and recognises that far from being a primitive way of organising society, which should 
eventually die out, it is very much alive. 'Religious life has not died in the modem world, as 
many scholars expected' (Kurtz, 1995, p. 209).
The reasons for this have been explored by sociologists and offer a useful perspective of the 
emergence of the spiritual. It is suggested (e.g. Berger 1971, Flanagan and Jupp 1996) that 
while traditional religion may indeed be on the wane, there is no shortage of interest in spiritual 
matters. The traditional religions have, according to Kurtz (1995) faced two major challenges: 
modernism and multi-culturalism. Some of the responses to these include the rise of relativism, 
the privatisation of religion and increasing secularism. Kurtz argues that there is no longer a 
‘sacred canopy’ in the form of a coherent religious framework which covers the people of the 
Westem world. Instead people have to create their own canopy by which to explain the world. 
It is in this sense that the spiritual is seen. Hamilton (1995) suggests that there is debate about 
whether society is becoming secularised, because the rise in cults, sects and ‘New Age’ 
spiritualities inches a continuing concem to explore this kind of area.
Such interest is not only held by those who might be considered to be m need of spiritual 
comfort, due to adverse living situations. The wealthy of the West are just as likely to be
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‘securing rewards’ in life as are the poor. ‘Those who are least deprived still seek answers and 
solutions to fundamental existential questions; they still seek explanations and compensations of 
a very high level of generality’ (Hamilton, 1995, p. 184). This ‘spiritual questing’ can be seen in 
both the traditional religions and the New Age philosophies (Flanagan and Jupp 1996).
Berger (1971) sees the persistence of religions as evidence that the supernatural is a part of 
human existence. He says it can be seen in people’s everyday lives. This evidence of the 
supernatural can he seen as separate from religion and Berger describes the evidence as ‘signals 
of transcendence’ (p. 70). He describes the essential nature of humankind as ‘humanitas’ and 
points to some examples of these signals- order, play, hope, damnation and humour. These are 
not the only ones, but they serve as examples of how humans may ‘transcend’ a given situation. 
Berger sees these signals of transcendence as vital to human existence: ‘In openness to the 
signals of transcendence the true proportion of our experiences are rediscovered (pi 19).
In another work, Berger and Luckman (1984) point to the significance of language in human 
understanding of the world. Again the term transcendence is used to indicate the power of 
language to lift humans beyond the present situation. This notion of transcendence appears to 
be key to many discussions of the spiritual (see Chapter 1.4.3 above).
1.5.5 Empirical research
Possibly the best known research into human spirituality arose from the work of the zoologist, 
Alister Hardy. He believed that ‘religious experience’ was a biological part of human existence 
(1991). He suggested that aU human beings share an innate awareness of transcendence and 
there has been much research in recent years to explore his hypothesis. Work by Hay (1987) 
suggests that large numbers of people (around 60% of the population) had experienced some 
kind of ‘transcendent spiritual experiences’. These have been categorised and Hardy found 92 
categories ranging from ‘sense of security’ and ‘joy’ to ‘enlightenment’ and ‘moment of truth’ 
experiences.
Other research has focused on children. Robinson (1977) challenged Goldman’s psychological 
development theories after he had interviewed adults about their reminiscences of spiritual 
awareness in childhood. It appeared that adults remember vividly instances from very early
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childhood which they see as ‘transcendent’ (although they may not use this term). Such 
experiences often related to nature, feelings, awareness of God, reality and death. What is 
common is that often people do not report these experiences to others for fear of being 
ridiculed. This reflects what Donaldson (1992) and Hay (1985) maintain, that this aspect of 
human experience is not valued or nurtured within our society.
What is not so easy to judge is whether such experiences arise Jftom the subconscious of the 
person or have an external reality beyond that individual. The only evidence that remains 
available is the testimony of the individual and, perhaps more importantly, the effect such 
experiences have on their lives. Robinson’s work also raises the question of whether adults only 
make sense of such experiences as they get older.
More recent work involves work with children themselves. Coles (1990) has collected together 
conversations he has had with children over a thirty - year period about their spiritual 
understandings, using techniques that included children discussing, questioning and drawing 
about significant aspects of their lives. With moving examples he draws a fescinating picture of 
the complex and very real spiritual lives of children firom aU kinds of cultural backgrounds.
More recently, the work of Hay and Nye and the work of the Children and Worldviews Project 
has attempted to draw a picture of young children’s spirituality. Hay and Nye (1998) had 
conversations with 38 children and identified what they call children’s ‘relational 
consciousness’. They suggest that children’s spirituality centres on two aspects -  how they 
relate to other things, and a level of consciousness which they do not express in their usual 
language. Hay and Nye argue that children firom both religious and non-religious backgrounds 
demonstrate a rich and complex spirituality, but become alienated from this as they mature.
Clive and Jane Erricker of the Children and Worldviews Project (1996) talked with children 
about things which are important in their lives. The importance of metaphor in relation to the 
frameworks of children’s lives was found to be significant. Children appear to operate within 
‘genres’ (a set of attitudes and ideas which constitute an identifiable package) which dictate 
how they perceive and interpret the world. These include for example the ‘my little pony’ and 
‘hard man’ genres.
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In a small project which focussed on four and five year old children, the current author shared 
conversations with young children who were clearly beginning to explore spiritual matters 
within their own experiences and fi-ameworks (McCreery, 1996). Conversations were based 
around the reading of a children’s book or around what were introduced as ‘difficult 
questions’. Issues raised included topics such as Hfe after death, the nature of God and the 
creation of the world. Very young children were often able to give quite sophisticated 
explanations. For example, four year old Ibrahim described infinity as ‘when you’ve finished all 
your numbers’. They were also able to contemplate the ‘big’ questions, Hke Kim (age 4) who 
asked, ‘How did God make himself?’ or David (age 5) who puzzled, ‘How come there was no 
people aHve and they suddenly... .got aHve? That’s what I don’t understand’ (p. 204).
There are difficulties with this kind of ‘evidence’ for the spiritual. Work with young children 
raises certain problems for any researcher. How do you avoid putting words into children’s 
mouths, particularly if they have no vocabulary for exploring the spiritual? How do you avoid 
interpreting what they say to make it fit into some notion that you have about the spiritual? 
Children on the whole are eager to please; how do you prevent them fi-om giving you the 
answer they think you want? Furthermore, how sure can you be that what they teU you reflects 
their own thoughts as opposed to those ideas given by parents and faith community?
1.5.6 Response
For many (Hull, 1991; 1996, Thatcher, 1992; Hill, 1989), evidence for the spiritual can only be 
observed in people’s actions. Experiences which are said to be ‘spiritual’ begin with response -  
to self, others, the world around us -  but they must not end there. Appreciation of another, of 
nature, of art can be more simply emotional, aesthetic, even self-indulgent unless that 
experience caUs us to action. In this way the spiritual is connected with the moral. Evidence of 
the spiritual is seen through the ‘fimits of the spirit’ and focuses on the goal of spiritual 
endeavour. For the reHgious, this wHl be linked to aspirations of communion with the 
‘ultimate’, but for aU people the goal must be m the concem for others and the natural world, 
otherwise it is narcissistic, selfish and sterile.
For HiH (1989) the caU of transcendence is Hnked inevitably to moraHty. Transcendence affects
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our relationships with others. ‘The spiritual dimension of human existence is responsible for our 
experience of freedom, our consciousness of standing above the tide of causality, and having 
the capacity, in some small measure at least, to divert its course’ (p. 173). This is echoed by 
Hay (1997): ‘the phenomenon of religion in all its vast variety is a human response to this 
awareness of transcendence’ (p. 12).
Priestley (1985 and 1996) has compared the spiritual to the wind or fire, which cannot be seen 
except in the effect it has on other things. In this sense the spiritual is dynamic and powerful 
which Priestley links to words such as ‘inspiration’ and ‘aspiration’. The power of the spiritual 
to inspire is the ‘activation of deep inner resources within the performer’, while aspiration is to 
do with ‘motivation, drive and sometimes sacrifice’ (p. 115). This power might be seen in times 
of crisis -  the power which sends a person back into a fire to rescue a complete stranger. 
However, he argues that the spirit is a-moral and has to be educated so that its ‘fruits’ promote 
good rather than evil. Evidence for the spiritual is then seen in the actions of people. 'By their 
fiuits shall ye know them' (Matthew 7:20).
1.6 Summary
It can be seen that the notion of the spiritual, while originating within the realm of the religious, 
has emerged as a source of interest in wider contexts in recent years. It now appears to have 
taken on an independent status and is used in a wide variety of contexts for a range of 
purposes. Perceptions by certain authors of the casual, ephemeral nature of much of westem 
society and its values appears to have caused great angst which arguably, the traditional 
religions do not seem to be dealing with and people are turning to a great selection of 
altematives from which they hope to gain meaning and fulfilment. This search has found its way 
into the education system as successive governments have sought to build a framework on 
which attitudes and values can be based. The concept of the spiritual appears to serve a 
purpose in this.
The spiritual can be approached from a variety of standpoints, each offering a distinctive 
perspective and there have been attempts to explore the evidence for the spiritual in a number
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of places. We are left with a concept which by its very nature is elusive and yet which is 
expected to be part of the endeavour of our schools today. Given the lack of a firm definition 
and the selective range of evidence for the existence of the spiritual, how can its inclusion in the 
education of our children be justified? Why should it be the business of our schools to be 
responsible for children’s spiritual development?
In the next chapter the emergence of the spiritual as an educational goal will be explored.
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rHAPTER 2: The Spiritual in Education: Whv is it 
There?
2.1 Introduction
The previous chapter atteir^ted to form a framework for an understanding of the term ‘spiritual 
development’. What has emerged is a term which, despite keen attention in recent years, still eludes 
close definition. A tentative description was offered using the Ofeted definition as a guide. 
However, this has been added to in order to include the broader aspects of what seems to be 
understood as the spiritual. The chapter also indicated that the spiritual, thus conceived, has heen a 
feature of school life in the past and continues to be so now and in the foreseeable future. This 
chapter begins to explore why this may he the case. It attenq)ts to answer the question, ‘Why is the 
spiritual a required aspect of school life?’ Given that, traditionally, the spiritual has been linked to 
religion, and given its highly personal nature, how does it come to be a legitimate endeavour for 
schools? It might be better to leave it to the femily and feith communities to deal with. How does it 
come to be part of the formal, state provision of this country? A further question which arises 
immediately is; what is it for? What is the purpose of including the spiritual within the school 
education of young children?
Arguments for the inclusion of the spiritual in children's education will he sought from three areas: 
the political framework for education, the world of Religious Education and from outside the world 
of education. The chapter begins by tracing the use of the term ‘spiritual’ through educational 
legislation and policies from the 1870 Education Act to the present day. This wül show that the 
term has a well - established histoiy within the education system as part of a particular philosophical 
framework. The second part of the chapter locates consideration of the spiritual within its 
traditional home of Religious Education. Here it will be seen that the spiritual is part of the 
continuing debate surrounding the place of R.E. in a multi-feith society. Finally, arguments for the 
inclusion of the spiritual and its contribution to children's development will be explored from 
outside the educational world. These will demonstrate that the spiritual is considered a fundamental
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aspect of human existence and so should not be ignored or neglected.
The aim of the chapter is to establish the reasons why the spiritual might be a legitimate concem of 
a state education system, and what such inclusion is thought to achieve.
2.2 The political framework for the spiritual in education
The formal place of the spiritual in the English education system is directly related to the 
foundations of educational endeavour within the churches. Our modem education system 
developed from those institutions set up initially to educate the wealthy and then, from the 
nineteenth century onwards, the poor. When the state took on responsibility for children's 
education after 1870, schools tended to follow the models that the churches had established. So, for 
exanple, the practice of including worship and religious instmction was common. Reference to the 
spiritual within educational legislation appears as early as 1918 when H.A.L. Fisher introduced the 
1918 Education Act by saying, 'We assume that education should be the education of the whole 
man, spiritually, intellectually, and physically (Maclure, 1986, p.75).
2.2.1 Spirituality and the 1944 Butler Education Act
The Butler Education Act of 1944 aimed to revolutionise the education system of England and 
Wales. In attempting to do so, it clearly suggested a philosophy of education which would prepare 
future generations for life in the second half of the twentieth century. It was seen as 'a vitally 
important contribution to the civilisation for which the war was fought (Durham Report, 1970 
p .ll).
The historical setting for the Act is essential to an understanding of its terms. In a guide for parents 
explaining the Act, Alexander says, 'The coming of the war brought with it a deep realisation that 
the battle would be won, not by any one section of the community, but by everyone contributing to 
the limit of their capacity (1944, p. 2). The Act, then, set out to reconstmct state education to 
ensure that all children had the opportunity to develop their natural abilities to their full capacity. 
The system of the past was seen as limited in its scope, with its concentration on the '3 Rs'. The 
new philosophy instead required local authorities to 'contribute to the spiritual, moral, mental and
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physical development of the community' (1944 Act, Part 11:7).
For the first time, the spiritual development of the nation's children was a legal requirement. 
However, many of the terms of the Act sinply reflected the thinking which had been current for 
some time (Tilby, 1979). A comparison between the 1918 Act and the 1944 Act reveals some 
similarities. Both Acts came at the end of world wars and show a concem to influence the future of 
the nation through education. The inclusion of the term 'spiritual' in the 1944 Education Act 
demonstrated the desire to build an equal and Mr society which provided for, and offered the 
greatest opportunities for, all its citizens. This philosophy is summed up by Alexander on the first 
page of the 'Parents Guide', when he quotes Disraeli, Upon the education of this country the fate of 
this country depends' (1944 pii).
As the Durham Report {The Fourth ‘R ’ commissioned by the Church of England and the National 
Society 1970) said, a major feature of the 1944 Act was the concem to deal with the 'religious 
issue' in state schools. The dual system, which represented a partnership between church and state 
was modified and for the first time. Religious Instruction and Collective Worship became 
conpulsory. Local education authorities (LEAs) were required to produce an Agreed Syllabus for 
Re%ious Instmction. These syllabuses had to be ‘Agreed’ by representatives of four groups: the 
Church of England, the LEAs, teachers and other religious denominations represented in the local 
area. Although Christianity was not specifically named, there is no douht that it was the Christian 
tradition and values which were going to be part of the cmcial conqwnents in developing society. 
For example, the Agreed Syllabus for Surrey 1945 reflected this intention. It said that the aim of 
Religious Instruction was to give children:
knowledge of the common Christian faith held by their fathers for 2000 years: [so 
that they] may seek for themselves in Christianity, principles which give a purpose 
to life and a guide to its problems: and may find inspiration, power and courage to 
work for their own weflare, and for that of their follow creatures and for the 
growth of God's kingdom. (Surrey, 1945, p. 5)
It would be reasonable to suggest that spirituality too would he seen within a Christian context.
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According to Priestley (1996, p.8) however, the inclusion of the term ‘Spiritual’ within the Act was 
ingeniously chosen because of its inclusive nature. He reports a conversation with Canon Hall who 
was responsible for the insertion of the word ‘spiritual’ in the 1944 Act. It was chosen in preference 
to ‘religious’ in order that everyone would agree on the terms of the Act. The impression is given 
that no great reasoning underpinned the inclusion of the term; rather it was expediency.
The 1944 Act placed responsibility for Religious Instruction and Collective Worship firmly with the 
local education authorities (LEAs) and, in the years that followed, the LEAs turned their attention 
to the development of syllabuses for Religious Instruction. Religious Instruction was seen as having 
a primary responsibility for the spiritual dimension, as the example of the Surrey syllabus illustrates. 
It was seen as an instrument to promote Christian living and the activity of Collective Worship was 
seen as an expression of Christian commitment — an approach, usually referred to as confessional. 
The term 'spiritual development' rarely appeared m these early documents because spirituality was 
seen exclusively in terms of Christianity.
The term 'spiritual' does begin to appear in later syllabuses, especially those dating firom the mid- 
1960s, as for example in the West Riding syllabus of 1966. Here, the term spiritual is used when 
explaining how the syllabus has been planned to cater for different age ranges. 'These ages are 
approximate only, and refer to stages of intellectual and spiritual development, not necessarily to 
chronological ages' (West Riding, 1966, p. 1). The influence of Ronald Goldman and his work on 
children's religious development is evident here in the choice of approaches and content relating to 
the different age groups of children. Later in the syllabus the term is used again when describing the 
aims of R.I. in early childhood. 'Most in^rtan t of all are the personal relationships in which 
children share and it is through these relationships, particularly at home, that spiritual development 
takes place' (p. 8). It appears that the term ‘spiritual’ is used for the younger children, who, 
according to Goldman's work are not ready for religious instruction (Goldman, 1975). It is 
consistent with the feelings of the 1944 Act - including reference to the spiritual when another term, 
such as 'religious' would be too specific. It was thought that the ‘spiritual’ is sufficiently vague so as 
not to cause discomfort to anybody.
However, by the late 1980s, many syllabuses contained much more detailed and more explicit
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references to the spiritual The reason could he the feet that the term was highlighted in 1977 when 
the DES published Curriculum 11-16. This contained two conflicting statements in relation to the
spiritual one of which was much broader in its view than the other. The fest statement offers a
broad definition of the spiritual wide enough to include those who do not have a religious belief:
The spiritual is concerned with the awareness a person has of those 
elements in existence and experience which may be defined in terms of 
inner feelings and beliefe; they affect the way people see themselves and 
throw light for them on the purpose and meaning of life itself. Often 
these feelings and heliefe lead people to claim to know God and glimpse 
the transcendent; sometimes they represent that striving and longing for 
perfection which characterises human beings, but always they are 
concerned with matters at the heart and root of existence. (DES, 1977,
p. 21)
The second statement follows almost immediately and, in contrast, offers a much narrower 
interpretation linked exclusively to a religious interpretation of the term:
The spiritual area is concerned with everything in human knowledge or 
experience that is connected with or derives from a sense of God or of 
gods. Spirituality is a meaningless adjective for the atheist and of dubious 
use to the agnostic. Irrespective of personal belief or disbeliel an 
unaccountable number of people have believed and do believe in the 
spiritual aspects of human life, and therefore their actions, attitudes and 
interpretations of events have been influenced accordingly.
(DES, 1977, p. 21).
The inclusion of the term gave legitimacy to its inclusion in Agreed Syllabuses. East Sussex 
(1980), lists among its general aims for the 4-8 age range, 'To respond to spiritual and aesthetic 
dimensions in life' (p2). The Redbridge syllabus of 1987 includes it in its discussion of religious 
education across the whole curriculum. It identifies spirituality as a key area of learning, and argues
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that spiritual development should be addressed across the whole of school life, including personal 
and social education, moral education and the creative arts (Redbridge, 1987, p. 25).
The use of ‘spiritual’ in these syllabuses appears to serve several purposes. Among these, the first 
sees it as a justification for the continuance of religious education in school During the 1970s there 
was pressure on RE to justify itself in the cumculum — a confessional approach, which assumed 
belief in the teachings of Christianity, could no longer be tolerated. Given the content and structure 
of the curriculum in most Local Education Authorities, without RE. there would be no place to 
cover the spiritual Secondly it is a usefiil way of incorporating a muki-feith approach to RE. An 
emphasis on the spiritual widens the subject of R.E. from its traditional Christian base. Thirdly it 
offers a wider view of religion which incorporates a range of ‘life-stances’ as well as the traditional 
religions.
2.2.2 Spirituality and the 1988 Education Reform Act
During the 40 years that followed the 1944 Act many changes to society and education had an 
inpact on how far the terms of the Act were kept -  particularly in relation to Religious Education. 
By the time the 1988 Education Reform Act was heing drafted, all kinds of things were going on, 
under the title of RE. in schools- some of which were beginning to pay explicit attention to the 
spiritual (e.g. Scholefield, 1983). The DES publication Curriculum 1 1 - 1 6  had brought the 
spiritual to the attention of academics and others in 1977 and it was gaining significance particularly 
among religious educators (see for exarrple, British Journal o f Religious Education 1985 -  a 
whole volume dedicated to the spiritual). The 1988 Education Reform Act (ERA) was to bring it 
even more to the fore.
Just as the 1944 Act can be viewed in relation to its historical setting, so we can examine the 1988 
ERA in the light of the issues current at the time. Commentators on the background to the Act 
trace its origins to the Green Paper of 1977. This reflected the view that education had been 
increasingly 'professionalised', was not accountable enough to public scrutiny, and was failing to 
maintain high standards. The paper. Education for Schools, was a culmination of what was called 
TJie Great Debate' initiated by James Callaghan and it also echoed criticisms which had been voiced 
by Conservative critics of Education (c.f. Maclure, 1986).
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By the time the Education Bill had been drafted, it was evident that while educational issues needed 
to be addressed, there was a good deal of disagreement over how this was to be done. Several 
writers have subsequently identified groups within the government who held differing and often 
conflicting views on how education should be reformed (Jones, 1989; Elude and Hammer, 1990; 
Coulby and Bash, 1991). According to Jones (1989), for example, there were three competing 
groups: the traditionalists who desired a return to their perception of the halcyon days of classical 
grammar school education, the fi-ee-market thinkers who wished to open up education to market 
forces and the modernisers who envisaged a new structure for society based upon a two - tier 
education system involving a basic, vocational education for those children destined to make up the 
majority of the work force, and a more academic for those seen as being the future professionals 
and leaders.
Of these, it seems that it was the traditionalists to whom the spiritual was of most relevance. Just as 
the 1944 Act sought to reconstruct society in the post war years, so did the 1988 Act for the latter 
years of the twentieth century and beyond. Stuart Ransom (in Elude and Hammer 1990) comments, 
'The intention of both pieces of legislation was and is not only to recreate the form of education 
government but to do so as the significant part of a broader reconstituting of the social and political 
order' (p. 1). The wording of the 1988 Act echoed that of 1944 in an attempt to recognise the value 
of that Act and to emulate it.
One major difference was that, whereas in 1944 the local education authorities were charged with 
the responsibility of contributing to the spiritual development of children, now the schools 
themselves were responsible for promoting spiritual development. Gilliat (1994) sees in these 
differences an indication of the changing concerns of the Government. The 1988 Act appeared to 
be more concerned with individual spirituality rather than that of society as a whole. Furthermore 
it was more ambitious in what it believed could be achieved. While the 1944 Act recognised the 
value of the contribution made by home and church, and advised authorities to attend to the 
spiritual 'so for as their powers extend', the new Act required schools to 'promote' spiritual 
development (Gilliat ,1994, p. 72)
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What is common to both Acts is the obvious lack of any attempt to explore the meaning of the term 
'spiritual' or how it might be pursued in school. Whereas the 1944 Act might be seen to fell within a 
recognisable Christian framework, what was the framework for the 1988 Act?
The Education Reform Act of 1988 is most recognised for its introduction of the National 
Curriculum. This forms part of the 'broad and balanced' curriculum to which all children should 
have access. The introduction to the curriculum states that it should promote the spiritual; schools 
must provide a curriculum which 'promotes the spiritual, moral, cultural, mental and physical 
development of pupils and of society’ (ERA 1988 Chapter 40 2a). This is not located within the 
sections on Religious Education but applies to the whole curriculum What then did the subsequent 
National Curriculum documents have to say about spiritual development? The answer is, 'very 
little'. Over the past ten years, and through various major revisions (1995, 2000), the National 
Curriculum has focussed on the 'mental' development of pupils rather than any other. It could be 
argued that the curriculum has been dominated by a knowledge and skills based approach to 
learning, which has left little room for the 'spiritual, moral and cultural' aspects.
None of the National Curriculum subject areas appeared to address the issue of spiritual 
development in their material In addition. Religious Education, the one area which might be 
expected to explore the spiritual was not included in the National Curriculum R.E. remained the 
responsibility of local authorities in most schools, with governors having responsibility in most 
Church schools. However, R.E. was at the centre of much debate about its status. Hart (1993) 
notes the pressure on the then Education Secretary, Kenneth Baker to give R.E. special status. It 
was announced that R.E. was to be primus inter pares (first among equals) with the ten subjects of 
the National Curriculum (Hart, 1993, p. 9). Nevertheless these reassurances did not convince many 
in the R.E. world who feared the neglect of R.E. because of its position as the only subject to be 
part of the basic but not the National Curriculum (see Hull 1991,p. 133).
In the period immediately following the ERA, it appeared that the spiritual remained once more in 
the realm of Religious Education. The arguments which surrounded Religious Education in the Act 
demonstrated the strength of feeling registered by many - and the controversial nature of the 
subject. For those traditionalists, who-felt that R.E. had moved too fer from the 1944 Act, the new
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Act was an opportunity to redress the secular influences in society. Baroness Cox, in a paper 
entitled. The Crisis in Religious Education', declared, 'As a nation we are in danger of selling our 
spiritual birthright for a mess of secular pottage' (Cox, 1988, p. 4). At the same time, it was an 
opportunity to halt the spread of the multi-feith ^proach so popular in many schools: 'Christianity 
is submerged in a welter of shallow dabblings in a variety of religions, resulting in a confusing 
kaleidoscope of images of feiths, doing justice to none' (ibid.).
Influences such as these, helped towards the specific inclusion of references to Christianity in the 
final draft. In future, local authorities were to produce agreed syllabuses for R.E . which, 'reflect the 
feet that religious traditions in the country are in the main Christian' (DES, 1989, p. 3). Other 
religions are to be examined, but many saw the legislation as an attenpt to strengthen the place of 
Christianity in schools. Collective Worship, that other ‘home’ of spirituality in schools, was also to 
reflect the Christian heritage of the country. The majority of acts of worship were to be 'wholly or 
mainly of a broadly Christian character' (DES, ibid). It can be seen firom this that the context for 
spirituality in school was still seen by many to be Christianity, just as in the 1944 Act. Responses to 
the Act fi-om outside Christianity demonstrate the strength of feeling registered by some. For 
exanple ‘Muslims fear that because of this Act the broadening of the cultural pattern that was 
taking place in schools may now be suppressed in many schools’ (Mabud, 1992).
Once the Act was in place, many LEAs began the task of updating their agreed syllabuses. For 
many, the new emphasis on Christianity was an issue (Copley, 1997). It threatened to undermine 
what was seen as the good work which had been going on in relation to multi-feith R.E. From now 
onwards, the notion of the spiritual becomes more prominent, possibly as a way of dealing with the 
problems that the Act raised.
In pre-1988 syllabuses the term ‘spiritual’ was used only occasionally, often in connection with 
young children's RE. provision. In the post-1988 syllabuses, the term took on a new role. A review 
of aims in post-1988 syllabuses shows the new significance which spirituality assumed. The London 
Borough of Ealing syllabus (1989) stated: 'The aim of Religious Education is to explore and 
develop understanding and appreciation of religion, its contribution to spiritual development and to 
the search for meaning in life' (p. 6). Similarly, Croydon (1988) said that. In general, the aim of
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R.E. is to open the children's eyes to the "spiritual dimension in life" which is basically concerned 
with human inner needs' (p.5).
It appears that such syllabuses used the term 'spiritual' as a wide-ranging term which avoided too 
much reference either to Christianity or to any other religion. In this way they could preserve their 
muki-feith approach, hut at the same time be seen to follow the law, by specific use of the same 
terminology.
Many syllabuses recognised the complexity of the term and attenpted to explain what they meant 
by the spiritual (e.g. Rotherham, 1989; Cornwall, 1989; Berkshire, 1990). Ealing's (1989) 
explanation was brief 'Spiritual refers to the inner motivations, feelings and beliefe that can raise 
questions about the mystery of life and evoke a sense of awe and wonder. An appreciation of the 
spiritual is integral to human life' (p. 6). Cornwall (1989), on the other hand, devoted two pages to 
a discussion of the spiritual
What is noteworthy is that, despite such descriptions, there was virtually no attempt to develop 
thoughts on the spiritual into practical guidelines for the classroom Much of the content for R.E. in 
the syllabuses remained remarkably similar to that in pre-1988 syllabuses. There was no indication 
of how such RE. content made a contribution to the children's spiritual development.
Another interesting feature of the use of the term ‘spiritual’ in the syllabuses is the way it was used 
alongside 'religious'. Many syllabuses described their aims in terms of knowledge about religion 
and personal search for meaning. This seems to indicate a recognkion that personal search is 
related to spiritual development, but not necessarily to religious commkment. In this way, 
authorities appeared to he providing RE. which might include all people, the religious and non­
religious alike, because all people could be said to be spiritual if not religious. This is a standpoint 
which the Humanist organisation, for example, might welcome. In a leaflet entitled. The Human 
Spirit, a Humanist interpretation of the term is put forward for use in education. It recommends an 
inclusive use of the term, encompassing both theistic and non-theistic positions: 'Humanists see 
these qualities as the highest part of human personality but yet as part of it, having evolved 
naturally The school should be concerned wkh the shared reality: it should not be biased towards
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either the one interpretation or the other' (p. 1)
There is also a recognition in the syllabuses, that R.E. only contributes to the spiritual, and is not 
solely responsible for it. For example, ‘The spiritual dimension of life does not have to be explored 
in explicitly religious terms... The spiritual dimension can be explored in English and also in Art, 
Music and Science’ (Berkshire, 1990, p.5).
2.2.3 Spirituality and developments post-1988
Government interest in the spiritual did not cease with the publication of the 1988 Act and there 
have been several developments since then. Some of these developments relate to Religious 
Education, some apply to much wider concerns about school life. In relation to R.E., the 
government felt that, despite the updating of local authority syllabuses, many did not fulfil the terms 
of the Act (Copley 1997). This resulted in a requirement for all authorities to produce a new 
syllabus and the emergence of government sponsored ‘Model Syllabuses’. The all-encompassing 
embrace of Ofeted made it evident that if spirituality was to be inspected, there was a pressing need 
to explain the term
In 1991, the National Curriculum Council (NCC) published R.E. A Local Curriculum Framework 
which re-emphasised the feet that R.E. had equal status with National Curriculum subjects. The 
NCC criticised Her Majesty’s Inspectors (HMIs) in the past for neglecting spiritual development 
and re-affirmed the belief that children's spiritual development would be brought about by a syllabus 
vriiich gave children an understanding of Christianity and the other world religions. It further 
suggested that such syllabuses would encourage children to develop their own beliefe and values 
(NCC, 1991, p i2). Spirituality is clearly linked to mainstream religion and is also associated with 
values. This link with values becomes increasingly stronger later.
In 1993, the White paper. Choice and Diversity: A New Framework for Schools introduced further 
detail about spirituality and R.E. In Chapter 8, the role of R.E. and worship in promoting spiritual 
development was reiterated. There was no attempt to define the spiritual, but it is clearly seen 
within a Christian fi-amework. Proper regard should continue to be paid to the nation's Christian 
heritage and traditions' (p. 37). AH local authorities are required to update their syllabuses if they
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had not already done so.
Each year since the original ERA, the NCC and its successors the Schools Curriculum and 
Assessment Authority (SCAA) and the Qualifications and Curriculum Authority (QCA) have 
published an analysis of returns fi*om local authority Standing Advisory Councils on Religious 
Education (SACREs). These bodies are made up of representatives firom: the LEA, the church of 
England, teachers and other local religious groups. Their main function is to oversee the 
development of R.E. within the schools of the LEA. In an appendix to the 1993 report, SACREs 
are required to ask certain questions of the RE. syllabus. One of these is, ‘How does the syllabus 
support the spiritual, moral, cultural and intellectual development of the pupils?’ (NCC, 1993, p.5). 
The use of ‘support’ rather than ‘promote’ is notable. But there is no indication of how SACREs 
might recognise such attention to the spiritual within a syllabus. What should they be looking for?
A valuable document appeared firom the NCC in 1993, which at last began to tackle the elusive 
nature of the spiritual Spiritual and Moral Development - A Discussion Paper attempted a 
definition of the spiritual and the part a school plays in its development. In this document, David 
Pascal stated: The potential for spiritual development is open to everyone and is not confined to the 
development of religious beliefe or conversion to a particular feith' (p.2), Pascal lists different 
aspects of the spiritual - beliefe, awe and wonder, creativity, feelings and emotions, search for 
meaning and purpose, experiencing feelings of transcendence, self-knowledge and relationships. 
The school's role in developing the spiritual is seen in three areas, in the ethos of the school in all 
the subjects of the curriculum and in RE. and Collective Worship. Schools are recommended to 
devise a policy for spiritual development based on the values of the school They are advised not to 
attempt to assess spiritual development, but are reminded that inspections of the school will look at 
their provision for the spiritual The document reappeared in a revised version in 1996 as ‘SCAA 
Discussion Paper Number 3 Spiritual and Moral Development’.
In these documents the value of addressing the spiritual is linked to:
1.Children's intellectual development:
Spiritual development is an important element of a child's education and
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fundamental to other areas of learning. )^thout curiosity, without the inclination 
to question, and without the exercise of the imagination, insight and intuition, 
young people would lack the motivation to learn, and their intellectual 
development would be impaired. (SCAA ,1996a, p4)
2. Children's social development:
Deprived of self-understanding and potentially of the ability to understand others, 
they may experience difficulty in co-existing with neighbours and colleagues to 
the detriment of their social development. (SCAA, ibid)
3. Children's cultural development:
Were they not able to be moved by feelings of awe and wonder at the beauty of the 
world we live in, or the power of artists, musicians and writers to manipulate space, 
sound and language, they would live in an inner spiritual and cultural desert. (SCAA, 
ibid)
The year 1994 saw further documentation regarding the spiritual within the context of R.E. In 
January, Circular 1/94 (DEE, 1994)) emerged to loud protests from head, teachers and religious 
groups concerning its apparent tightening of the terms of the ERA. The Christian focus of R.E. 
appeared to be even more strongly presented. Schools were advised that a focus on Christianity 
should ‘predominate’, although no time allocation was given to the different religions. In collective 
worship, schools had to show where the Christian enphasis lay and to give ‘due status to the 
person of Jesus Christ’ (DEE, 1994, p. 21). The Circular disappointed many who had become 
comfortable with the terms of the ERA because it appeared to locate children’s spiritual 
development back within the context of Christianity. Hull (1994a) called the draft of the Circular 
‘deeply flawed’ and questioned both its legality and its notion of Christianity as the ‘heritage’ of this 
country.
Then in July 1994, the government, tired of the imprecise nature of many local authority syllabuses, 
produced two of its own Model Syllabuses. Both of these tended to be knowledge-based, focussing 
solely on the six major world traditions. Both model syllabuses included the spiritual in their
39
statement of aims, ‘Religious Education should help pupils to enhance their spiritual, moral, cultural 
and social development... ’ (SCAA, 1994, p. 4). R.E. was to do this by a) developing awareness of 
the fundamental questions of life, b) responding to these questions through reference to the major 
world religions and c) reflecting on their own beliefe, values and experiences. AH of this was within 
the context of the major traditions, which were according to HuH (1994b) set against one another 
rather than ‘invited into dialogue’. In the content sections of the syHabuses there was Httle further 
reference to children’s spiritual development, or how it related to the knowledge that they were 
accumulating about reHgions. Nor was there any suggestion that spiritual matters might be explored 
outside a traditional reHgious framework. The QCA re-pubHshed the Model SyHabuses in 1998 
alongside a new directive that aH trainee RE. teachers should be femiliar with the syHabuses.
Perhps the most influential force in schools in recent years has been the inspections from the Office 
fr>r Standards in Education (Ofeted). Inspectors are required to judge how effectively a school 
provides for the spiritual development of its pupils. There has been detaHed documentation from 
Ofeted including guidelines for inspectors on what to look for in relation to the spiritual Here we 
see the government estabHshing the value of the spiritual's contribution to the improvement of 
society: 'Successive pieces of educational legislation have had at their centre the beHef that 
education in this country is not only about the gaining of knowledge and the acquiring of essential 
skHls, but also about personal development in its fuHest sense' (Ofeted, 1993, p. 1).
Guidance for inspecting the spiritual can be found in documents such as the Handbook for the 
Inspection of Schools (Ofeted, 1993) which advises inspectors that ‘Spiritual, moral, cultural and 
social development are difficult to inspect’ (Part 4, p. 16). Inspectors are to look for evidence that 
the school is contributing to chHdren’s spiritual development by observing lessons, CoHective 
Worship and relationships. ‘Spiritual development is to be judged by how weH the school promotes 
opportunities for pupils to reflect on aspects of their Hves and the human condition....’ (Ofeted 
1993, Part 2, p. 21).
The discussion paper Spiritual, Moral, Social and Cultural Development (Ofeted, 1994) includes 
an attenq)t to define ‘spiritual’ and ‘development’ and suggests ways of recognising such 
development in chHdren. Inspectors are advised to look for evidence of chHdren’s spiritual
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development which might include: knowledge of religions, understanding of how people seek to 
answer ‘big’ questions, their own beliefe, behaviour and attitudes and personal response to 
experiences. White (1994) welcomed the paper calling it, ‘the fullest account I have seen of official 
thinking about the place of personal and social education in schools, as well as an unequivocal 
acknowledgement of its importance’ (p. 369). However, he feels that Ofeted is attempting an 
impossible task, which results in a complex balancing act which 'often seems as if it has been written 
more to placate different voices on some working party or other than to bring clarity, 
determinateness and practicability to the work of inspectors and teachers’ (p. 340).
It is clear, however, that Ofeted are indeed grappling with the issues and at last there seems to be 
some concern as to how the ambitions of the 1988 Act can find practical expression in the 
classroom The value of the spiritual for society is hinted at: 'education is seen as having a role to 
play in helping children through the "moral maze" (1994, p.l). Ofeted offer two strands to 
children's spiritual development: that aspect which appears in personal relationships, and that which 
is covered through the curriculum Such coverage is to do with
how an individual acquires personal beliefe and values, especially on questions about 
religion, whether fife has a purpose, and the basis for personal and social behaviour - 
questions which are at the heart and root of existence (Ofeted, 1994, p. 8).
Rossiter (1994), however, was not convinced that this marked a sea change in the last government's 
thinking on spirituality.
The government view commonly stresses the need fi)r schools to do more to krprove 
moral standards and discipline: and there is usually an unspoken assurrption that this 
will harmonise with higher standards in vocational oriented conpetencies through a 
national curriculum to achieve increased productivity and conpetitiveness on global 
markets (p. 1).
He believes that there are basic difficulties feeing Ofeted in attenpting to evaluate the school's 
contribution to the spiritual The most problematic, he suggests is the attenpt to determine what
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observations and measures of student development will be used to evaluate the school's provision.
Other developments which have had or may have an inpact of the place of the spiritual within 
education include the setting up of various groups to explore different areas of school life. In 1996 
the SCAA National Forum for Values in Education and the Community, reported back its findings 
in a document called Consultation on Values in Education and the Community. They identified 
values associated within four main categories: Society, Relationships, The Self and The 
Environment. The spiritual is included in several places, but particularly in connection with the self: 
‘We value each person as a unique being of intrinsic worth, with potential for spiritual, moral, 
intellectual and physical development and change’ (1996, p. 4). Working groups have been 
covering other themes such as Citizenship, Dmgs Education, Spiritual, Moral, Social and Cultural 
Education (SMSC) and Personal, Social and Health Education.
The present Government has initiated substantial changes to the curriculum since it came to power 
in 1997. The two areas which could be said to have most relevance for the spiritual are the 
introduction of Citizenship as a distinct area to schools, and the appearance of an updated National 
Curriculum The final report of the Advisory Group on Citizenship (Crick, September 1998) 
recommends linking Citizenship and the spiritual (p. 23) and many of the ‘Values and Dispositions’ 
(p. 44) have strong finks with elements of the spiritual as they appear in the literature explored in 
Chuter 1 of this thesis.
The emergence of the further revised National Curriculum (DfEE/QCA, 1999) for implementation 
fi*om September 2000, highlights the governments concern to improve the previous model, and 
significantly, includes for the first time a section on the values, aims and purposes of the curriculum 
(p. 10-11). Conspicuous are the many references to the spiritual For exançle. Aim 2 states ‘The 
school curriculum should aim to promote pupil’s spiritual moral social and cultural development 
and prepare all pupils for the opportunities, responsibilities and experiences of fife’ (p.l 1). There is 
a specific requirement for all subjects to contribute to the spiritual and a description of what relates 
to the spiritual is included.
Pupils’ spiritual development involves the growth of their sense of sell their unique
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potential, their understanding of their strengths and weaknesses, and their will to 
achieve. As their curiosity about themselves and their place in the world increases, 
they try to answer for themselves some of life’s fundamental questions. They 
develop the knowledge, skills, understanding, qualities and attitudes they need to 
foster their own inner lives and non-material well - being (DfEE/QCA 1999 p. 19).
Religious Education is noted as having a special role in this development (although it remains 
outside the National Curriculum despite still being a statutory part of the basic curriculum), but as 
can be seen, the description is essentially non-religious, with no reference to God or notions of 
transcendence.
There is however, no specific reference to the ways in which each subject does in fact contribute to 
the spiritual, other than some passing references included in quotes fi-om distinguished people 
which introduce each subject, e.g. ‘Art develops spiritual values and contributes a wider 
understanding to the experience of life which helps to build a balanced personality’ a statement by 
Bridget Riley, Painter. (DfEE/QCA, 1999, p. 116). Within the new National Curriculum the 
spiritual appears to remain urplicit.
It appears that the inclusion of the term ‘spiritual’ m educational legislation arose out of expediency 
rather than deliberate design. However, successive governments have retained the term as a way of 
showing that they are concerned with the development of the ‘whole child’. The discussion papers 
show what appear to be genuine attenç>ts to draw out the value of the spiritual in children’s 
education. How fer it is then developed in practical terms for schools is debatable.
2.3. Perspectives from Religious Education
2.3.1 Emerging interest in the spiritual
Explicit interest in the spiritual in Religious Education can be identified in writing from the 1970s 
onwards. It is possible to see increasing reference to the concept in both practical and theoretical 
material The origins of this interest appear to stem fi-om dissatisfection with the phenomenological 
approach to teaching R.E. which had emerged fi-om the writing of Smart (1989). The approach
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involved a ‘distanced’ study of reHgions, in which children would focus on the ‘phenomena’ of 
religion, without any sense of being asked to ‘believe’ it. Many R.E. experts were concerned about 
this approach, which was an atternpt to move R.E. away from a confessional approach (involving 
induction into a feith tradition), because they believed it had robbed R.E. of much of its heart 
(Bastide 1992). The result, it was argued, was a form of R.E. which was meaningless, because it 
ignored aspects of religion which were crucial to an understanding of it. Holley (1978), for 
exannple, suggested that
any suggestion therefore, that religious education can go ahead 
simply and solely by dint of the examination of religious phenomena 
through scholarly means alone are to be rejected as impossible 
because they are illogical (p. 141 )
Slee (1992) noted the growing interest in the spiritual among religious educators and believes it 
was a reaction to:
. ...the excessive objectification of religious education proposed by 
the advocates of the phenomenological approach, in which 
questions of personal values, commitments and beliefe are safely 
bracketed out. (p. 40)
Hay (1985) was quite clear why R.E. has gone down this road of objectification. He argued that 
western, secular society is suspicious of the spiritual, condemning those who may have spiritual 
experiences to silence, lest they ^pear mad. R.E. is then conducted within a secular fi:amework 
rather than a religious one. He suggested that no amount of study of the phenomena of religion 
enables students to genuinely understand what it means to be a believer.
All these experiences, however vivid and interesting, can be 
assimilated in a totally secular way, via the hermeneutics of 
suspicion. If my consciously available experience of reality is 
mediated via secular metaphors, it is very difficult for me to enter
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into religion apart from an imperialist foray to see how the natives 
live. (p. 142)
The phenomenological approach was also in danger of undermining the place of R.E. in the 
curriculum altogether and for two reasons. Firstly, it was argued that many aspects of religion to be 
studied could easily be incorporated into other subjects (such as History or Geography). Secondly, 
and more seriously, it sat uneasily within western concepts of education, as it offered no way of 
evaluating religion. Tt offers a method for entering into the experience of a feith without any 
rationale for so doing’ (Thonq)son, 1991, p. 128). Thonpson argues that this suspension of the 
critical feculty is a serious problem.
If religion is beyond criticism then it is also beyond approval. There is neither reason to 
reject nor to recommend it. It becomes....a museum piece that you can admire or not 
as takes your fency. (p. 128)
Errç)hasis on the spiritual offered R.E. renewed status as an important part of the curriculum. Thus 
we see writers on R.E. in the late 70s and early 80s beginning to focus on the spiritual as the mam 
contribution which R.E. makes to the development of the child. Holley (1978) wrote that ‘the 
religiously educated person is one who is aware of the spiritual dimension of personhood' (p. 143). 
Rodger (1982) agrees: Religious Education is that activity of the school which is focally concerned 
with the education and development of the spiritual understanding of the pupils’ (p. 49). Bates 
(1982) offers a more ambitious aim for R.E. Rather than making children aware of the spiritual 
dimension, he sees R.E. as instrumental in developing children’s own individual spirituality:
What matters is not that this or that religious or secularist 
orthodoxy gets a hearing but that children are e>qposed to the 
spiritual taproots of their cultural heritage and are able to develop a 
spirituality which will give a sound basis for self-orientation, 
relationships and values, (p. 34)
This appears to indicate two akemative views about education of the spiritual which will emerge in
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later years. On the one hand the aim is to present to children the possibility of a spiritual 
understanding of existence. On the other, the aim is to induct children into developing their own 
spirituality in a way which will give meaning and value to their life. This will be examined in 
Chapter 3 when considering what schools should be trying to do.
2.3.2 The new* Religious Education
What did this new R.E. look like and how was it to be done in the classroom? How did it differ 
from the popular phenomenological approach? Several writers attençted to describe a new 
approach, with the contribution of Holley being the most frilly developed as early as 1978. He 
described four levels of spiritual insight which teachers could use as a framework for teaching about 
the spiritual: the ‘concrete’, the ‘conceptual’, the ‘formal’ and the ‘metaphysical’. He argued that 
teaching should address all levels of insight, suggesting that even the youngest children could be 
presented with spirituality if it was at the right level. His model of R.E. was based upon the pursuit 
o f‘ontic values’ (original, core values), and he gave exanples of how these might be approached in 
the classroom (Holley, 1978).
One example was the concept of ‘self-sacrifice’ and Holley traced how this might be approached. 
At the ‘concrete’ level, he recommended immersion in stories, myths, songs, pictures and ritual 
actions which extolled it. The higher levels would then return to the same concept in an increasingly 
abstract way, until the student ‘by intuition’ perceived the ‘utter necessity of the ontic value of self- 
sacrifice in the religious understanding of the cosmic significance of man’ (Holley, op.cit. p. 150). 
Holley went on to recommend the kinds of learning which the children would need in order to 
develop religiously. Among these were direct experience of religious symbols, information about 
the spiritual life, acquisition of appropriate skills, adoption of attitudes, recognition of the 
interdependence of all learning and direct sense experience (op. cit. p. 161).
Holley recognised that his suggestions were open to objections that this approach could be seen as 
conversional or indoctrinatoiy - the very thing that the phenomenological approach sought to 
avoid. Holley argued however, that this was not the case, that his methods would serve only to 
open up possibilities for the children. He was critical of a viewpoint that he perceived would 
prevent children from exploring this side of human experience: ‘to label religious education unfairly
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as indoctrination, and thereby to campaign for its removal from an educational curriculum, is to 
embrace a form of socialisation which is itself indoctrinatory’ (op. cit. p. 166).
The new approach to RE. also rejected the phenomenological ambition that RE should not bring 
about any change in the personal beliefe of the pupils. This ambition was a further attempt to avoid 
the accusation of indoctrination - children would not be converted to any particular religion; they 
would only be observing religion. Now religious educators were beginning to reclaim for RE. that 
which was thought to be owned by all other curriculum areas. When children are taught 
mathematics, it is not sufficient for them to study it from the outside and then go away never 
referring to it again. Instead the aim is to change them in some way so that they are more 
mathematically literate. The hope is that they can use mathematics more easily in their everyday 
lives. Rodger (1982) suggested that RE. should involve the child in a ‘process of encounter which 
may not leave him unchanged’ (p. 49). For him, R.E. is to help children in their search for meaning 
in life and m order to do so, the approach ‘must be in dialogue with pupils’ own assumptions, 
beliefe, commitments, doubts and questions’ (p. 49).
Hay (1985) summed up this new ambition for RE. Firstly, it must present religion as the response 
of human beings to what they experience as sacred and secondly it must help pupils 'to open their 
personal awareness to those aspects of their experience which are recognised by religious people as 
the root of religion’ (p. 142). The way he suggests that teachers do this is to present children with 
opportunities to explore their own experiences through a series of exercises such as guided imagery 
(see section 2.3.4 below). At the heart of Hay's methodology was his research into the spiritual 
experiences of people (see Chapter 1.5.5).
Many religious educators adopted this new approach from the mid - 1980s and began to devise 
activities for exploring the spiritual side of religious education (e.g. Scholefield, 1983; Raban, 
1987). A short booklet by Minney and Potter (Awe and Wonder in the Classroom, 1984) based its 
suggestions on the work of Otto (1950) and his use of the term 'numinous' to describe that sense of 
the holy which represents a 'non-rational- awareness' (Minney and Potter, 1984, p. 7). They 
suggested that children's education should include developing their sensitivity and awareness to 
their feelings and experiences. The activities they described involved the use of slides, posters,
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music and visits and these were tried with groups of children of secondary school age. Children's 
responses to the stimuli were exampled and the writers conclude that there are teaching methods 
which pron^t a receptivity to awe' (p. 27).
Other teachers recounted the success of similar activities such as Scholefield (1983). Her activity 
was very skrply that of darkening the teaching room, lighting a candle, and encouraging the 
children to sit in quietness in any manner they wish Afterwards the children talked about their 
thoughts, feelings and experiences Scholefield developing the discussion through a series of 
questions. Scholefield saw this kind of activity as invaluable in developing some understanding of 
what religion is about.
A different technique was recommended by Raban (1987). ‘Guided Imagery’ was a method she 
used across the curriculum and she explained its value for R.E. I  regard guided imagery as 'sowing 
seeds' or pointing directions to spiritual experiences which might not happen, or might take many 
years to mature' (p. 21). She argued that this was a legitimate way of opening the door to spiritual 
awareness, drawing attention to its use in Buddhist and Christian tradition. At the same time she 
recognised the difficulties and dangers of such an approach and this is something which is explored 
later when considering the most recent publications on similar approaches (see Chapter 3.2.1).
It is possible to identify other characteristics of what had been seen as a new approach to 
R.E.which become increasingly significant after 1988. One of the most enduring has been the 
growing emphasis on 'inwardness'. The work of Scholefield and Raban can be seen as part of this 
development which uses techniques of silence, meditation, self-reflection and imagery to promote 
children's spiritual awareness. Harris (1987) talked of participants in the activities being allowed to 
journey into their own inwardness' (p. 13). She describes an activity in which participants put on 
clown masks and enter into what it may mean to be a clown. At the end of the activity, when masks 
are removed, feelings are discussed. This she believes leads participants to recognise the 'masks' 
they wear m everyday life. 'Over and over, persons record their feelings of freedom and liberation: 
from the false masks they realise they actually do wear every day, from preconceived ideas about 
the expectations of others, from preconceived ideas about their own capacities’ (p. 14).
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Robinson(1987)beganhis exploration ofthe spiritual in education with discussion of ’mystery’.
All our lives begin and end in mystery, and though we are generally 
successful, often for long periods, in finding distractions that will 
keep our minds of it, there are few who do not firom time to time 
find some sense of this mystery encroaching upon them (p. 5)
This mystery is seen as central to human existence, and an aspect which causes the search for 
meaning. Webster (1985) pondered this theme in his call for a recognition of the mystery which he 
believes to be at the heart of knowledge. Children, he said, need to be encouraged to recognise this 
mystery, and he criticised current methods for not doing this.
Yet unless young people are helped not only to question, but question the 
questioning; not only to intellectualise but to ponder the mtellectuafising; not only 
to learn but to move to what lies both within and behind the learning; then they 
lose one ofthe most significant parts of education, (p. 19)
It has been suggested that one of the ways to enter into this sense of mystery is through the 
imagination and fentasy. These two, it is suggested, fi*ee the learner to think creatively and thus 
deepen their understanding. Robinson (1987) described imagination as 'that capacity for conceiving 
that the world, and our life within it, need not always be the way it is now" (p. 9). He conceived that 
the teacher’s task was to develop the 'creative imagination' which he described as 'the imagination 
that pronpts us to think the unthinkable, to conceive the inconceivable, to imagine the 
unimaginable... It is thus our natural inborn feculty for transcendence, for rising above the limits or 
what previous^ seemed mpossible’ (p. 12). The way to develop the imagination then is to develop 
'fentasy techniques which would include guided imagery, such as those suggested by Harris (1985). 
An exanple that she gave involves the children being taken on nature walks. Here, they would be 
encouraged to enter into the inner world of nature by imagining conversations with things that they 
encounter. The use of the natural world is common in this work. She gives an example:
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Self: Greetings, great oak I  stand before you in awe.
Oak: Greetings, to you, human person. How might I  help you?
Self: You might begin by telling me something o f your inner life; what it is to stand in 
this wood, what it is to grow slowly. You might even be willing to tell me some o f the 
people you have met through the centuries.
Oak: Ah, you ask a great deal. But, yes I  can speak with you. At this time o f year, I  
find the juice and the sap within me starting to slow down in its movement, and I  know 
I  will be sleeping soon (Harris, 1985, p. 9)
Finally, there was a developing reference to the arts in this literature. Using the arts, like nature, 
was common in the writing. Music, painting, drama and dance were all seen as suitable vehicles for 
an exploration of the spiritual It is through these that Robinson (1987) saw the creative 
imagination most fully developed. He believed it could counteract what he called 'Acquired 
Immunity to Mystery Syndrome' which he said had been brought about by the destruction of 
humanity through the loss of openness to the creative spirit and the mistaken belief that the 'whole 
of life can ultimately be brought under our control' (p81).
2.3.3 The accession of the spiritual in Religious Education.
If the concept of the spiritual was of emerging interest to R.E. before 1988, it becomes almost 
central to discussion post- 1988. In this section the reasons for this are explored and the 
development of the spiritual in both theoretical and practical terms is traced. It will be seen 
that the spiritual offers those involved in R.E. a way of accommodating to the post-1988 
changes to R.E. There appear to be four aspects of government policy which had a direct 
influence on the emphasis on the spiritual in R.E:
1. ‘Exclusion’ from the National Curriculum
2. Dominance of Christianity within legislation
3. Demise of cross-curricular work
4. Emergence of the model syllabuses
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2.3.3.1 ‘Exclusion’ from the National Curriculum
The initial response to the 1988 Education Reform Act from the world of R.E. was hostile. 
Religious educators were dismayed that many of the positive developments which had been taking 
place whhm R.E., appeared to be under threat. Writers also commented on the complexity, 
obscurity, and even apparent contradictions within the Act. The ambiguity of some of the clauses 
ofthe Act, and its failure to be based on a satisfactorily thought out rationale, means that discussion 
of \ f^rat the subject is, and what it is intended to achieve, is likefy to continue’ (Cox and Caim, 
1989, p. 82). In time, however, ways were found to understand the Act which appeared to offer a 
less frightening image for R.E.. Indeed, the ambiguity of the Act was seen by some as a positive 
thing because it allowed for a variety of interpretations (Hull 1989).
The first change to R.E. that the 1988 Act brought about was its exclusion from the National 
Curriculum. This made it into a subject different from aH the other curriculum subjects. WhHe some 
celebrated this feet, because it kept R.E. independent from government control, others feared that it 
would lead once again to the marginalising of RE.. A source of comfort was the feet that the Act 
reiterated the terms of the 1944 Act in saying that schools had a responsibility to promote the 
spiritual development of their pupils. This gave the go-ahead for those within RE. to develop this 
area in their approaches to RE.. Perhaps it was here that RE. could come into its own - being the 
one subject that could offer focussed attention on the spiritual. Subsequent material such as the 
NCC’s Spiritual and Moral Development - a discussion document (1993) highlighted the role of 
RE. in chHdren’s spiritual development.
2.3.3.2 Dominance of Christianity within legislation
Secondly, it can be seen from documents published since the Act that Christianity is stHI seen as the 
main content of RE.. Circular 1/94 Religious Education and Collective Worship, published by the 
DEE made this very clear. In several places the terms 'predominate' and 'predominant' are used in 
relation to Christianity. For example, 'As a whole, and at each Key Stage, the relative content 
devoted to Christianity in the syHabus should predominate' (para. 35). This document was swiftly 
foHowed by the pubHcation of SCAA’s Model SyHabuses for RE. (1994). Local authorities, it 
appeared, could not be trusted to produce syHabuses which fulfiHed the terms of the 1988 Act and 
so the Government had shown them how it should be done. There had, for example, been great
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controversy about the Ealing syllabus, which purportedly made no reference to God. It is clear 
from documents such as these that Christianity was still seen by the government as the main content 
for R.E. Children were to do much more study of Christianity than ofthe other religions. In the 
face of this perceived threat to multi-faith R.E., the spiritual can be seen to offer an alternative 
approach. A focus on the spiritual, which could be said to reflect many walks of life, might avoid 
the conflict of deciding how to split time between Christianity and the other faiths.
2.33.3 Demise of cross-curricular woric
Thirdly, it had been clear for some time that the Government was not keen on topic work or cross­
curricular approaches. The Alexander report (1994) criticised such approaches as failing to 
maintain the integrity of subject areas. When the new model syllabuses for R.E were being 
discussed, three models were originally identified, but this was reduced to two as a thematic model 
was dismissed as not maintaining the integrity of the individual religions. In this climate^  religious 
educators could re-introduce a thematic approach, which is considered valuable in R.E., through an 
emphasis on the spiritual. Themes common to religions, such as worship, prayer, festivals, can be 
explored through such an approach Indeed it has been argued that such approaches reflect a more 
honest, realistic picture of religion: Religion and faith only find their identity in the real world of 
dialogue and social interaction. They are not fixed entities but living, emerging communities. We 
want children to engage with this religious vitality" (Baumfield et al, 1995, p.5).
2.3.3.4 Emergence of the Model Syllabuses
Finally, the model syllabuses were profoundly phenomenological in their emphasis, a feature which 
was disheartening to many in the R.E world. While there was reference to the spiritual and 
experiential side of RE., the content focused clearly on the aspects of each religion which should 
be taught to children at each of the key stages. Furthermore, although the syllabuses included two 
main aims: learning about religion and learning religion, there appeared to be heavy errçhasis 
on the 'learning about'. Baumfield et al (1995) found these aims limited. Tt is our view that there is 
more to RE. than this. It has to include an exploration of human experience that begins with 
(young) human beings and their views and questions, not just what they can learn from the study of 
religion’ (p. 5). Religious educators, attenpting to salvage some of what they considered to be vital 
to religious development, emphasised the spiritual in an attempt to restore the balance, to include
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the 'personal development' side of RE. (Baumfield et al 1995).
There is evidence that the Government is beginning to recognise the continuing debate surrounding 
RE. and the spiritual. The most recent Government guidance on RE. builds on the Model 
Syllabuses as the foundation for developing RE. The QCA’s (2000) Religious Education. Non- 
Statutoiy Guidance on RE recognises once more the role of RE in contributing to children’s 
spiritual development, placing enphasis on its attainment target 2: learning fi-om religion. It appears 
to be recognised that a purely knowledge based RE curriculum is too limited and that piritual 
development is about ‘helping pupils to consider and respond to questions of meaning and purpose 
in life, and questions about the nature of values in human society’ (QCA, 2000 p. 13). This 
development appears to be based in part on reports such as that fi-om Ofeted (1997), which found 
that there was not enough emphasis on the ‘learning fi-om’ aspect of RE. when it inspected schools 
within four local authorities. The Ofeted publication: The impact o f new agreed syllabuses on the 
teaching and learning o f religious education (Ofeted, 1997) reports that: ‘Religious Education 
should make a significant contribution to the pmtual and moral development of pupils, but this was 
not always evident. Too often RE was reduced to the acquisition of facts about religions’ (p. 7).
It can be seen that, for religious educators, the focus on the piritual emerged fi-om two main 
strands. First, it was part of the developing understanding of the role of RE. within children's 
education. Second, it offered a legitimate way in which what is considered to be of value in RE. 
could be maintained in the face of government changes. Without directly challenging those changes, 
religious educators could find a comfortable way forward for their subject. However, in the light of 
recent Government initiatives, it may be that the religious educators can feel justified in voicing this 
concern and believe that they were ‘right’ all along.
2.3.4 R.E. publications and spirituality
In the years following the 1988 Act a growing volume of RE. literature emphasised the piritual 
and how it could be approached in schools. Perhaps the area of greatest development was that of 
practical ways to address the piritual in the classroom. One ofthe most influential books was that 
by Hammond and others (1990), New Methods in R.E. Teaching, An Experiential Approach. The 
approach was grounded in the notion of'inwardness' which had developed in the mid-1980s from
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the work of Hay and others into the religious experiences of people. Hammond’s book offered 
exercises which help pupils to understand something of the ways in which people with piritual or 
religious belief expenence the world' (p. 6). For example, encouraging children to be still and 
silently reflective was thought to give them some idea of what meditation or prayer feel like. The 
emphasis was on increasing self-awareness and included activities involving, 'stilling' and 'guided 
imageiy. Such methods can also be found in Stone's book Don't just do Something: Sit There'
(1992) which is intended for younger children and Michael Beesle^s 'Stilling' (1990), which 
separates activities into 'guided imageiy' and 'guided fentasy". The intention was that teachers 
introduce these activities to their children as part of their religious education, but also as part of 
their wider education.
From the perspective of Religious Education, the piritual is that which undepins the notion of 
religion and is thought to be central to any religious education that children encounter. The piritual 
is believed to be the area which links the individual to the great religious traditions and which also 
allows them to begin their own search for understanding. Religious Education 'must honestly 
present religion for what it claims to be - the response of human beings to what they experience as 
the sacred' (Hay, 1995).
2.4. Wider arguments for the inclusion ofthe spiritual
The previous two sections (2.2, 2.3) represent a summary of how a concept of the spiritual 
appears within the detail of state education and the reasons why it continues to be there. In 
this section a wider view is examined. The aim is to find other reasons why the spiritual should 
be included in children's education, fi-om voices outside the immediate educational sphere. In 
Chapter 1 it was suggested that the spiritual has become a focus of attention on a world-wide 
scale. This attention can be seen in several professions, particularly those which deal with 
people.
It has been argued that the spiritual, is a fimdamental aspect of human life (see Chapter 2.1), 
and must be considered carefully when dealing with individuals; just as that person's 
intellectual, emotional and social aspects would be. The conceptualisation of component parts
54
to the human condition leads to the notion of the 'whole' person. This is a notion which has 
prevailed within the British education system for many years. McLaughlin (1996) traces this 
back to educators such as Froebel and believes that it has coloured the approach to teaching 
ever since. However, McLaughlin is sceptical of the term and warns that any attempt to 
include the spiritual in this notion of the whole person, or the whole child, must be treated 
with caution. He points out that there are difficulties defining the term 'whole person' and 
highlights the religious underpinnings of Froebel's views. McLaughlin suggests that a 
discussion of spirituality must relate to an overall view of education and its aims. He indicates 
that we need to be clear about our conceptions of what constitutes the 'good life' and 
questions whether teachers have the right to try to influence all areas of a child's life.
2.4.1 Human rights
In contrast to this, other writers are convinced that attending to the spiritual is an important 
role for those working with both adults and children. For Bradford (1995) development ofthe 
spiritual is crucial to the well-being of both individuals and society. Bradford regards it as a 
human right and quotes from the UN convention on the Rights of the Child (1989). He 
identifies five basic human needs, which should be recognised and supported by society. These 
are: love and affection, security, new experiences, praise and recognition, participation and 
responsibility (p.3). Bradford believes that parents, families and communities share 
responsibility for this area of a child's life and he feels that schools play an important role. 
'Education is a vital setting for the development of the potential of the child, and for the 
drawing out of his or her capacities and the enlargement of his or her horizons' (p. 54).
Myers (1997) calls for a 'spirituality of caring' in a book written for 'those in the secular world 
who are concerned about the ability of young children to thrive’ (p. 4). She, too, considers the 
spiritual to be a fundamental component of a child's being and suggests that four core 
conditions' are required for spiritual nurture to take place:
1. the provision of hospitable space;
2. the acceptance, embracing and providing of experiences;
3. the presence of authentic, caring adults;
4. the affirmation of the process of learning;
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Clearly, these four overlap closely with Bradford's five human needs.
While little material exists fi?r exploring the spiritual outside the R.E. context, there are signs 
that it has started to appear. Values and Visions. A Handbook for spiritual development and 
global awareness (Bums and Lamont 1995) offers ways of exploring spiritual issues within 
many areas of the curriculum and within activities outside the classroom such as during staff 
meetings.
2.4.2 Spirituality and health
A link between health and spirituality has been identified by some. Gehrig (1997), in a study of 
adolescents, talks about the need to see spiritual health alongside wider notions of health. 
Spiritual health is seen as an essential dimension of health, extending the definition of health 
beyond just the physical, mental, emotional and social dimensions' (p. 2). Fisher (1999) sees 
the spiritual as an integration of other aspects of health: ‘spiritual health is a fimdamental 
dimension of people’s overall health and well-being, permeating and integrating all the other 
dimensions of health (i.e. the physical, mental, emotional, social and vocational)’ (p. 31). In a 
study involving teachers, Fisher identifies relationships as a key factor in spiritual health and he 
proposes the notion of a Spiritual Facilitator’ in schools who would have an overview ofthe 
possibilities and dimensions of the spiritual in school.
Goggin (1995) speaks of ten 'signs' of'a healthy spirituality'. He suggests that 'Spirituality can 
reduce the perceived stress of life events through its sustaining power making depression less 
likely and in that it builds fraternity, it provides the social support buffers to ameliorate the 
impact of stress on health (p. 8).
2.4.3 Spirituality and counselling
There also appears to be growing interest m the notion of spirituality within psychotherapy 
and counselling. Again, the spiritual is seen as a fimdamental aspect of human existence which 
has an effect on a person's well-being. West (1997) speaks ofthe neglect ofthe spiritual by 
secular therapists. However, his research with counsellors and psychotherapists indicates that
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many are now more open to the concept. West begins by recognising the growing evidence 
that spiritual experience and spiritual development contribute to good health. West's study 
involved conversations with therapists who were also healers, and hinted at a move back to 
spirituality and an integration of it within everyday hfe. Of particular interest was the notion 
that some therapists begin to notice the spiritual in their own work as they get older.
Ryan (1998) declares that 'Spirituality is as much a part of human experience as emotionality 
or mentality' (p39). Ryan's review of research into adults who experienced violence as children 
brings out some interesting features relating to the spiritual. Few clear patterns emerge from 
the range of literature, but certainly, the abuse that people have suffered seems to have an 
effect on their spiritual thoughts. Some people appear to reject the spiritual domain as a result 
of violence; others change their spiritual direction. Some survivors even see it as strengthening 
or developing their spirituality. Other people spoke of being able to 'transcend' the violence 
through the spiritual, either while it was happening, or as part of their subsequent healing 
process. West feels that areas for future study relate to how fer these survivors’ experiences 
are shared by the rest of the population.
2.5. Summary
It appears that while the notion of the spiritual might have been included within educational 
legislation as much for expediency as for any deep rooted philosophical standpoint, there are 
reasons for its continued inclusion in children's education. From the political perspective, the 
spiritual aspect of education has been linked to notions ofthe education ofthe 'whole' person 
and the emphasis on education for living in society and finding one's own way in life. From the 
Religious Education perspective, the spiritual is believed to intimate a deeper and fuller 
understanding of the place of religion in human experience.
However, the inclusion of the spiritual in children's education is not a peculiar bent of the 
educational establishment. Current wider interest in spiritual matters means that people in 
many walks of life are beginning to embrace it in an effort to understand more fully what 
impact it has on human beings. The notion of a person's well-being' seems a common theme, 
but there is also a widening out to include the value of attending to the spiritual for the well-
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being of society.
Having suggested that childrens spiritual development has been an on-going and arguably 
legitimate concern for formal education, the next stage is to explore how it might feature in 
their schooling. The following chapter explores the ways in which schools and teachers have 
been advised to tackle this area.
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■CHAPTER 3: Promoting the Spiritual in School: 
How is it to he done?
3.1 Introduction
In the previous chapter, the reasons for the inclusion of the spiritual within education were 
explored. It was noted that the spiritual had been part of the educational context since at least 
1944 and has been included m legislation and guidelines since then. It has also been a 
significant feature within R.E. in recent years.
This chapter begins to address the issue of where the spiritual occurs within children's 
schooling and how it should be addressed. Given that promoting children's spiritual 
development is required by law, and that it is a legitimate educational endeavour, what then 
are schools to do? The chapter begins with a consideration ofthe aims and purpose of spiritual 
development in schools. The central issue here is to review what the outcomes of any spiritual 
development might be and the problems that these raise. Whilst materials have been produced 
which guide the teacher in what to do, little appears to explain what the learning outcomes 
might be. In the next section of the chapter, suggested methods for addressing the spiritual are 
examined. Approaches and activities which appear in publications are reviewed and the role 
played by R.E., other cumculum areas, collective worship and school ethos is considered. 
Finally, the notion of evaluation is examined. For some time now schools have been used to 
monitoring their achievements in a variety of areas and they are also inspected on their 
provision for spiritual development. Emphasis appears to be on the quality of the school's 
provision, rather than how far children are 'spiritually developed'. Throughout the chapter the 
starting point for exploration is the guidelines that have emerged fi-om Ofeted and SCAA (now 
QCA).
3.2 Aims
When the government made the school curriculum explicit fi-om 1988, there were those who
complained that a central deficiency was the lack of an explicit educational philosophy to
underpin it (see for example Jones, 1989). It was argued that there did not appear to be a
coherent picture of what an 'educated person' might look like. However, the documentation
surrounding the National Curriculum subjects appeared to indicate what each subject aimed to
do for children. Aims can be seen in terms of outcomes, of standards that children should
reach, and how these are meant to contribute to preparing children for adult life. Spiritual
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development is one area where no such clear aims are stated. The question arises, what effect 
are schools to have on children in terms of their spiritual development? What are the long-term 
aims in promoting spiritual development?
The question is complicated by the fact that the term spiritual development’ is a term which is 
different from other aspects of the school curriculum. Normally, schools think in terms of 
education, as in maths education, music education and so on. But schools are not charged with 
delivering ’spiritual education' but with 'promoting spiritual development'. The notion of 
children developing spiritually is a controversial one as highlighted by White (1994). He 
questions whether we can talk about development of mental faculties in the same way as 
physical attributes by arguing that while it is possible to describe physical maturity, it is 
dangerous to attempt the same in other areas of human maturity. White believes that a 
developmentalist view, which emphasises learning as a physical process rather than a social 
enterprise, gets in the way of children's learning. He suggests that we should understand 
development in terms of what schools might try to do - in a transitive sense, rather than aiming 
to get pupils to develop.
A further complication is the ambition we have in schools to bring about change in our pupils. 
It might be possible to agree upon what kind of change mathematics education might bring 
about, but what of the spiritual? The difficulty is that there appears to be no consensus on 
what the 'spiritually developed person' looks like. In the Ofsted discussion paper (1994), pupils 
are considered to have benefited from a school's provision for spiritual development if they 
display certain qualities. Even a brief look at these reveals some remarkable similarities to 
aims found in R.E. syllabuses. These qualities include:
• knowledge of world religions and philosophies;
• understanding of how people use myths and stories to explain the universe (including 
scientific explanations);
• personal beliefs and the ability to explain and use them;
• behaviour and attitudes which derive from knowledge and understanding and which 
show the link between beliefs and action;
• personal response to questions about the purpose of fife and to life experiences.
A list such as this appears to emphasise the fink between the spiritual and Religious Education 
more than any other area.
A broader list is described by Rodger (1996) in which he brings together the work of Beck
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(1991) on 'spiritual characteristics' and Evans (1993) on 'attitude-virtues'. Rodger finds a great 
deal of compatibility between the two, which he offers as the beginnings of 'a comprehensive 
sketch of a maturely spiritual human being' (1996, p. 10). He finds Evans' list of: Basic trust, 
Humihty, Responsibility, Self-commitment, Friendliness, Concern and Contemplation, to be of 
most use in the educational setting. However, Rodger argues that schools can only offer a 
context for exploring the spiritual. They can offer activities which promote 'awareness' in 
children, but not determine what children do with such awareness.
Does the term 'spiritual development' fi-ee teachers fi-om bringing about a change? Rossiter 
(1994) suggests that an area such as spirituality is so influenced by factors outside school that 
It IS impossible to know what influence the school might have. But, while such change may be 
impossible to measure, surely any work designed to promote the spiritual should have some 
effect, otherwise it is a waste of valuable time. Religious education has had many difficulties in 
the past in regard to changing pupils, leading to charges of indoctrination. Does the intention 
to promote spiritual development become open to similar criticisms? What kind of change are 
we attempting to bring about?
From material produced for teachers, it is possible to identify some contrasting aims. These 
might be thought of as the 'inner awareness' aim and the 'living for others' aim.
3.2.1 Inner awareness
Interest in ‘inner awareness’ emerges fi-om the work of Hay (1985) and others in their 
research into spiritual awareness. This work suggests that a large section of the population 
have at some time had experiences which they might describe as spiritual. 'The results show 
that nearly half the adult population of Britain believe they have had a religious or 
transcendental experience' (in Hammond et al, 1990, p. 202).
It is argued that a taboo has grown up around this area of experience and, as a consequence, 
few people ever talk about such experiences. If awareness of the spiritual domain is common 
to human beings, then our aim in school is to remove the taboo which surrounds it. We should 
encourage the children to talk about and explore it, 'to help pupils or students to understand 
something ofthe ways in which people with spiritual or religious belief experience the world’ 
(Hammond et al op. cit. p.6)
This aim can be seen in the many handbooks for teachers which emerged during the early 
1990s. For example, Beesley (1990) speaks ofthe  value of 'stilling' as helping 'pupils to
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explore their spiritual nature’ (p. 4). He speaks of an 'inner life’ of humans, which he says has 
been suppressed by materialism. Stilling exercises, he suggests, ’offer a key to awareness of 
this "inner life" and an experiential means of discovering that this is an "O.K." area of 
experience’ (p. 4).
There are writers who have pointed out the dangers of this kind of aim, or at least have 
questioned its appropriateness in the classroom. Firstly, the aim suggests that children can be 
made aware of this side of their lives, whatever their religious background, because it is a 
universal human condition. However, some have argued that on the contrary, the model of 
spirituality, which is being presented, has its roots in particular faith traditions. Christianity and 
Buddhism have been highlighted as ones which seem to have closest links with the approach 
(Thompson, 1991). Others have argued that this aim might also leave the activity open to 
charges of indoctrination, requiring as it does a personal involvement with the material, 
because it does not make clear the level of involvement of the participants (Watson, 1993). 
Rodger (1996) draws the distinction between acceptable aims in school and the aims of, say, a 
faith community: Our task in schools can scarcely be that of being spiritual directors guiding 
our pupils along a given path to a determinate goal’ (p.54).
Research into children’s spirituality suggests that such an aim might be unattainable in the 
school context. Hay’s work (1985) indicates that people are not aware of the significance of 
events in their lives until they are older. This would suggest that any classroom work which 
aims to promote spiritual experience would be very difficult to monitor, as we would need to 
follow children as adults and then ask them about it. Similarly, Robinson’s work (1977) 
involved asking adults about events in their childhood. Again it was clear that people made 
sense of these events as they grew older. Furthermore, both these research projects 
demonstrated that spiritual experiences arose spontaneously, such as in an unexpected 
response to nature, and not from any activity directed to induce such an experience. It is 
hardly likely then, that such experiences would occur in the hustle and bustle of a primary 
classroom.
The suggestion of offering children activities with the aim of heightening their spiritual 
awareness, gives no indication of what effect such experiences should have on children. If 
education is seen as having a positive effect on the way children emerge as adults, what would 
society be looking for? What are the benefits of having children who are ’spiritually 
developed’? The worry is that this ’self-awareness’ focus can easily fit into the individuahstic 
and self - promoting culture which advocates of the spiritual seek to redress. Homan (1995)
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also recognises the limitations of the ’inward’ emphasis of much of the discussion. He argues 
that it leaves out other aspects of spirituality, which might be linked, to ’upwardness’ (p. 23). 
At the same time he recognises the strengths: ’It begins to break down the barrier between that 
which is seen and that which is unseen. It recognises and respects aspects of life that are not 
subject to normal principles of verification’ (p.3).
3.2.2 ’Living for others’
An alternative aim suggests that the ’inner spiritual experience’ of pupils is but a step towards a 
wider aim. This aim focuses on how pupils live their lives in relation to others. Thatcher 
(1991) maintains that ‘spirituality is about relationships, with other people, with the 
environment and with God. I have been critical of attempts to identify spirituality with 
inwardness (p. 2). Hay and Hammond (1992) have sought to reassure us that their aim is 
simply to address an area of R.E. which has been missing for so long. This aim might find 
acceptability fi'om people within different religious traditions and life stances, as well as those 
who deny any spiritual side to life. Children would be encouraged to recognise spiritual 
influences in others by studying those people who had attributed their understanding of life to 
some transcendent force. This might then go some way to that improvement of society which 
we saw in the previous section, seeking to restore the relationships which have been damaged 
through neglect. Hull (1995a) is in sympathy with this aim of the spiritual in schools. Veiy 
simply, he says, spiritual education is about inspiring people to live for others. Any aim which 
focuses on inwardness does not go far enough; it is only the first step towards a greater aim.
For Hull (1995a) there is another problem with the aim of personal awareness. He see it m 
danger of reinforcing precisely those individualistic tendencies so celebrated by those who 
claim that there is no such thing as society, only individuals. The focus on ’self could be said 
to be one of the greatest threats to western society as individuals strive for their ’rights’ 
without any sense of their responsibilities’. Jones ( 1989) warned of the implications of this in 
his criticism of the enterprise economy, the aim of which is to, ’foster a mentahty that looks to 
individual initiative as the prune means of advance, and that forsakes belief in collective action 
either by trade unionists or a politically active citizenry' (p. 83)
Watson (1993) offers some ways forward which might reconcile the two aims. She draws a 
distinction between centredness and self-centredness:
’It is of crucial importance that this distinction between centredness and seff- 
centredness is appreciated by pupils - between affirmation of oneself, which
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impHes and leads to, affirmation of others also, and selfish self-absorption which 
leads eventually to an incapacity to see others as persons at all’, (p. 75)
A further contribution to the debate comes from Rossiter (1994) who says we should not
think m terms of aims at all, but of fiopes'. He argues that aims are the objectives that schools
can reasonably be expected to achieve, 'whereas hopes are the more complex, not easily or
appropriately measured personal goals of education; hopes for rounded personal development
are important in education because of its respect for the uniqueness and integrity of each 
individual' (p. 5).
What is clear here, is that writers see that offering children a window on the spiritual should
result in a positive outcome. They believe that children will be enriched in some way through
exposure to the spiritual which will lead them to 'acquire personal beliefs and values', consider
whether life has purpose' and help 'form pupils' response to life’ (Ofsted, 1994, p. 8). However
the thoughts of Priestley (1985) here on the ’a-moral’ nature of the spiritual come to mind. It is
unstated, but implied in all of this that the end result is that children will develop ’wholesome’
values and attitudes to life. But there is no guarantee that aU children will emerge beHeving
that 'life has purpose’. The school’s spiritual endeavour (just as its moral endeavour) is not
neutral; it will have some sense of what constitutes 'the good life’ and will be likely to promote 
it.
3.3 Where is the spiritual to be found in school?
The government has identified several areas in which spiritual development should take place
in school. In the SCAA (1996a) document Spiritual and Moral Development (first published
by NCC in 1993), three main areas are identified as contributing to children’s spiritual
development: the ethos of the school, all subjects of the curriculum, and collective worship.
This clearly locates spirituahty throughout the school experience of children, not limiting it to
religious education. Looking at each one in turn it is possible to explore how the spiritual is to
be developed, considering the value of it and the issues relating to the suggestions which are 
offered to schools.
3.3.1 The ethos of the school
SCAA (1996a) identifies ethos as that which 'reflects the values and attitudes which 
characterise the community, the atmosphere of the school, the quality of relationships, and the 
way in which the school helps pupils to deal with conflict, loss, grief or difficulties’ (p. 7).
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These values which schools seek to promote include the valuing of academic excellence and 
achievement of potential and developing a sense of respect for others'. There is a call for 
sensitivity to pupüs religious backgrounds and those who express their spirituality in terms of 
religious belief. Schools are advised to consider their 'ethos' and the values they seek to affirm 
in their policy statements.
This use of ethos to support the spiritual is recommended by Beesley (1993). Among his five 
aspects of life in school which can contribute to the spiritual, he includes encouraging the 
valuing of the individual and the community of the school' (p. 26). He argues. It is likely that 
our spiritual development is affected more by the quality of the relationships and ethos which 
we encounter in our learning experiences than by any particular item of content or body of 
knowledge which is put before us' (p. 26). The Ofeted handbook (1993) recommends that 
schools identify the spiritual in their statements of aims, so that it is clear to all how the 
spiritual is considered in their school.
It appears fi'om this that the spiritual is an area which schools must identify as part of their 
general aims and values. Certainly, schools can show by this that they have considered the 
spiritual, but they need to be sure that any statement is followed through by practical 
experience. They need to consider how all aspects of their lives are informed by consideration 
of the spiritual. This is not something that is easily tagged on to a school's working day. It 
would permeate through such things as management decisions, the way adults talk to the 
children and budget allocation.
Baumfield and Hayward (1995) suggest that any concern regarding the spiritual or 'values' is 
limited in schools, because they are not explicitly identified within subject areas and thus do 
not come into the equation when evaluating the effectiveness of the school. Elliott (1994), 
sees the spiritual as being linked to the market economy just as other curriculum areas have 
been. The school is required to manufacture the moral glue which sticks individuals together 
in communities and prevents outbreaks of anti-social behaviour’ (p. 413). Elliott is concerned 
that in response to local commumty (market) desires, such things as the moral and the spiritual 
could become relativised. This is a serious issue. For a church school the spiritual certainly 
may be relative, and would reflect the foundation upon which it was founded, e.g AngHcan or 
Roman Catholic. Parents would expect spirituality to reflect those traditions. In a state school, 
however, no such foundation exists so that the community has to arrive at its spiritual values’. 
How schools arrive at this would be an interesting avenue of enquiry, but as yet, no evidence 
on this appears to be available.
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3.3.2 All subjects in the curriculum
The SCAA (1996a) document suggests that in most aspects of the curriculum the pupils 
should encounter 'questions about the meaning of the universe, the purpose of life, the 
uniqueness of humanity and the meaning of truth' (p. 6). The pupils should be encouraged to 
reflect on the possibility of certainty', and to question the often exaggerated view of the 
infallibility of science as the only means of understanding the world, and the equally 
exaggerated view of the inadequacy of religion and philosophy* (p. 6). Examples are given of 
how the spiritual could be addressed in science, geography and history. The Ofsted Handbook
(1993) also identifies the contribution that subjects can make, including in its examples history  ^
English, modem languages and classical studies. Rodger (1996) insists: 'There is no subject 
which is properly regarded as devoid of contribution to the spiritual development of learners 
of all ages (p. 57). As we have already observed, no consideration of the spiritual appears in 
the documents for the National Curriculum subjects, although it is clear that some curriculum 
area specialists do see the opportunities for spiritual development in their subjects.
The value of Art for the spiritual is often linked to notions of creativity and imagination, which 
are expressions of what HiU (1989) calls the 'transcendent' capacity of humans. Robinson 
(1987) has explored the link between Art and spirituahty, and this has been developed by the 
contributors to the book Religion and the Arts in Education (Starkings 1993). One of the 
contributors, Brenda Wall, describes some work done with 14-16 year olds in a Leicestershire 
school on the topic of 'Pictures and People'. The key word which linked the R.E. and Art 
work was imagination'. Using the language offered above, the students were brought to an 
encounter with the lives of people in the past and present; and, through exploration of the 
stimuli of different religious and cultural traditions with concepts such as sacrifice' and 
'offering'. Students' creativity was perceived to be fostered by their design and creation of 
artefects based on those of the traditions they explored. Open questioning was thought to 
encourage them to 'enter into' the life experiences of the people they studied, but also to raise 
questions about issues in their own experiences such as life and death. Wall believes that 
encounter with other people's objects produces a kind of shock, which then compels the 
student to investigate further. *However, adopting a deliberate intention to be attentive to the 
otherness of the object brings the sort of sympathetic understanding that R.E. educators aim 
af (Wall, 1993, p. 183).
The identification of the Arts with spirituality is a common one found in writers with different 
perspectives. However, Hull (1995a) is sceptical that exploring the arts leads to spiritual
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growth. His concern centres on the elitism of the arts where the art which is recommended as 
spiritually uplifting tends to be that which is valued by the privileged classes. This might 
suggest that those who do not take part in the Tiigher' arts have less opportunity for spiritual 
fulfilment. Furthermore, Hull suggests that what is often understood as a spiritual experience 
in response to art, is no more than aesthetic appreciation. Once again, this returns to Hull's 
main belief that individual spirituality should find some expression in concern for others. At a 
conference at Roehampton Institute London (now University of Surrey Roehampton) in 1995, 
Hull was challenged on his stance that beauty in nature -like art- could not lead to a spiritual 
experience. Hull replied that if the experience inspired that person to act then it could be 
considered so. Hull's argument seems to suggest that appreciation of art is not enough. It is 
not an end in its own right, but should be the 'stimulus' which demands 'response'.
Poole (1992) identifies many opportunities for exploring spiritual issues within science. He 
insists that National Curriculum requirements for science positively encourage this. At the 
same time he recognises, that science teachers, like R.E. teachers must now grapple with the 
issues, and he offers some suggestions for the classroom. One such suggestion is the topic 
called. In the Beginning', which focuses on explanations about the origins of the universe. The 
topic aims to demonstrate three things: a) that physical explanations about the origins of the 
universe are not alternatives to ejqilanations of divinity and purpose. They are of different 
types and may in principle be compatible with each other; b) that to confuse the two types of 
explanation is to make a 'type error'; c) that the universe gives the appearance of being 'fine- 
tuned. Poole suggests using slides of the universe and passages from the Psalms as starting 
points, followed by questions which ask pupils to give reasons for beliefs concerning the 
possibility of God. He then suggests using other responses to origins from children's literature 
and from a 'modem psalm' written by a scientist. A detailed summary of theories of origin 
follow the suggestions, the idea being that these might be scientifically accurate, but still leave 
open the possibility of divine intervention.
This approach to science can be seen to contribute to spiritual development in that it aims to 
draw children into the debate, to make them question their assumptions in the light of a new 
way of looking at things. Cooling (1990) has warned however, that the perspectives of 
different religious groups need to be respected here and that there is no easy solution to the 
controversies which are raised in discussion between science and rehgion. The value of 
incorporating this kind of approach to science in children's spiritual development is an 
important one, for in doing so, we make it clear to children that their beliefs and perceptions 
of the world affect the way they respond to it and the contribution they make to it.
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The 1995 Roehampton conference included several papers that addressed spirituality in 
relation to subject areas, indicating a desire to demonstrate the contribution each subject might 
make to the area. Subjects not traditionally associated with the concept had much to 
contribute. For example, in a paper entitled, 'Spirituality and the Technology Curriculum', Don 
Baines (1995) argued that all subjects must play their part in fulfilling society's expectations. 
Of the aims of technology he states:
A technology curriculum which recognises that people need to have power 
over their own lives, to live in harmony with the world as they experience it, 
and to recognise, celebrate and enjoy the spiritual awareness such power 
bestows, seems a worthy aim. (p. 5)
Beesley (1993) asks teachers of all subjects to allow quiet time for 'focussed reflection so that 
their (the children's) learning can be assimilated and fitted into the patterns or the jigsaw map 
of sense or meaning which they are making in response to the spiritual questions at the heart 
of their lives' (p. 24).
Hill (1989) suggests that all subjects should include the spiritual in their aims, which he says 
will cause teachers to recognise that they do in fact contribute to the spiritual without even 
realising it. By making such aims explicit in their documents, good teachers can 'resist 
pressures to neglect such aims in the pursuit of narrowly conceived disciplinary and vocational 
objectives' (p. 175). Rossiter (1994) would endorse this view, in his call for a student-centred 
curriculum, which marks each subject's value through reference to the contribution it makes to 
the personal development of each pupil, rather than its significance for employment.
The interest of subject areas in the spiritual seems to demonstrate the continuing tension 
between an economy driven curriculum, parcelled into separate compartments, and the 
genuine desire of educators in all subject areas to provide a rich, holistic education for 
children. Robinson (1977), for example, has suggested that this separation undermines the 
'original vision' that children have of existence, in which a sense of the wholeness of the 
universe is innate, but which is destroyed as the children become inducted into the adult mind­
set. Donaldson (1992) has focussed on what she identifies as the imbalance which has 
occurred in western society between intellectual and emotional modes of thought. Tracing the 
development of western thinking from the Middle Ages, she beheves that the 'value-sensing 
mode', which gives rise to the religious and the spiritual has been neglected in recent years.
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This, she believes, has had serious consequences for society. She argues that education should 
endeavour to promote both the intellectual and the value sensing modes to a level which she 
describes as 'transcendent'.
The term 'transcendent' appears widely in the literature and is perhaps a key to where the 
spiritual lies in the curriculum. HiU (1989) identified it as the lynch pin in relation to human 
spirituality. The term relates to other aspects of human qualities such as 'imagination' and 
'creativity', and the capacity of humans to recognise 'mystery'. Recent materials (for example 
Bums and Lamont, 1995) offering an approach to the spiritual urge for a cross-curricular 
approach which amounts to a spiritual model of education, and demonstrate how it can enter 
into a variety of subject areas. HiU (1989) has described a set of objectives which could be 
incorporated into aU subject areas and suggested that the actual teaching and testing of 
subjects should do justice to them. These include: to develop critical and evaluative reasoning 
capacities, to encourage the setting apart of moments for private reflection, to aUow time for 
the voluntary expressions of feelings such as curiosity.
Beesley (1993) addresses what he caUs 'spiritual education' in schools, argumg for 'approaches 
to teachmg and learning which include, but go beyond the purely cognitive and rational to 
involve the whole person' (p. 22). He calls for 'affective and reflective learning' which involves 
‘learning through the senses, feeUngs, intuition, inner awareness and opportunities for stUlness 
as weU as activity' (p. 22). He even invites the reader of his article to approach the reading of 
it in this way! He suggests that schools should help chUdren to acknowledge their own 
spiritual experience, explore this aspect of their being and express their spiritual experience, 
learning and insight (p. 23). Using questions about existence and meaning to guide the work 
indicates that such an approach could be used throughout the curriculum by encouraging the 
children to reflect on their learning. SCAA (1996a) listed a set of learning experiences which 
all subjects could employ. These include: discussion of religious, philosophical and personal 
issues; developing relationships; a sense of belonging to a community; knowledge of each 
other' beliefe; experiencing silence, reflection and what is aesthetically challenging (p. 7). The 
links between such work and other areas such as Personal Social and Health Education, 
Values Education and Citizenship are also evident and there is much overlap.
Hay (1985) has argued for the importance of direct experience in addressing the spiritual, just 
as it might be used in science. But what should that experience be? It can be seen that in much 
of the material that has appeared for teachers, the experiences involve techniques in 
'inwardness' and self-reflection. A useful concept is that of 'stimulus' as indicated by Minney
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(1991). Stimuli must be identified that can enable children to enter into a consideration of 
spiritual matters. Among these might indeed be the experiential approaches advocated by 
Hammond (1990) and others, but others might include the stimuli of natural beauty, art, 
music, and objects, as suggested by Richardson (1988). However, Minney (1991) points out 
that hateful things such as poverty, violence, injustice, hunger and cruelty should also be used 
as stimuli. Attention to the ugly things in human experience brings out the second aim of the 
spiritual in education which aspires to the well-being of others and the world (see 3.2.2 
above).
If the spiritual begins with stimulus, it is not enough that it ends there. 'Response' must also be 
considered. According to Rodger (1994) it is essential to set up 'conditions' for spiritual 
development and then focus on how individuals respond. This notion of stimulus and 
response might have application in all the curriculum subjects, and reflects a concept of 
'encounter' - with self, with others, with the world around us, and perhaps with God, which 
lies at the heart of spirituahty.
Promoting the spiritual in subject areas also appears to demand a very pupil-centred content. 
Crawford and Rossiter (1994) acknowledge that today's children have a very complex set of 
influences on their hves. They offer a 'Spiritual Profile of Today's Young People' which builds 
on the concerns facing adolescents. They recognise that 'For many youth in industriahsed, 
urbanised countries, rehgions and Christian denominations no longer speak with a voice they 
wish to hear, or a voice that is behevable' (p.3). Instead, educators must looks to explore 
young people's anxieties about life such as unemployment and the modem influences on them 
such as the media.
What is clear fi'om much of this work is that incorporating the spiritual into curriculum areas is 
not so much to do with 'what ' is done but more to do with 'how' it is done. There is no 
specific material which needs to be included; rather it is the approach of the teacher which is 
significant. 'It is not knowing something different; it is a different way of knowing: it is not 
doing something different; it is a different way of doing: it is not being something different; it 
is a different way of being' (Rodger, 1996, p. 60).
3.3.3 Religious education
Within all documentation, R.E. is recognised as having a special role to play in children's 
spiritual development. In the SCAA (1996a) paper, attention is drawn to 'ultimate questions' 
such as 'Who am I?' and it is suggested that pupils should be encouraged to give informed
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responses to such questions in the light of their encounter with others' points of view.
R.E. has been the traditional home of the spiritual, which can be found consistently in Agreed 
Syllabuses and R.E. books for teachers from the early 1990s (e.g. Watson, 1992; Copley, 
1994). The methods put forward draw on the first aim of spiritual development described in 
the section on aims above i.e. that relating to ‘inner awareness’. They also clearly have their 
roots in the models and ideas which emerged during the 1970s and 1980s in the R.E. world. 
The 'Model Syllabuses' for R.E. produced by SCAA in 1994 (republished by QCA 1998) also 
include reference to the spiritual which is associated with their 'Learning from religion' aim. 
One of the aims for RE is to 'enhance their (the children's) spiritual, moral, cultural and social 
development' (Model Syllabus 2, p. 3).
Whereas the model and Agreed syllabuses tend to fight shy of describing which work 
contributes to spiritual development, the R.E. books are more explicit. In many of the 
activities and themes the key word tends to be 'inwardness', the notion of identifying and 
developing some 'inner' part of the pupil's life. The main activities involved include 'stilling', 
and 'guided imagery' or 'scripted fantasy'. Richardson (1988) also suggests that we need to 
explore techmques from religious traditions, for example, of relaxation, including attention to 
breathing, posture and mantras, teaching visualisation and fantasising techniques and of 
‘dialoguing’ inwardly with people (p. 132).
Beesley's book (1990) has 'Stilling' as its title. He says that this activity 'offers the children and 
young people a variety of procedures and techmques for acknowledging, exploring and 
developing the spiritual dimension of their lives' (p. 3). He suggests that it helps to develop 
inner awareness by withdrawing' for a while from ‘the more utilitarian and materialistic 
demands of the curriculum, and being refreshed from a wider and deeper perspective’ (p. 3). 
The methods include literally being stül, usually in silence, using breathing and relaxation 
techniques. Guided imagery or scripted fantasy are terms used by Beesley and others, but 
Stone calls them 'creative visualisation'. The children are asked to listen to the teacher reading 
from a scripted story or description, in which they imagine themselves in different situations or 
as different people or objects.
Thompson ( 1994) has noted the link between such methods and psychoanalysis. She says that 
some of the activities remind her of'encounter group' techniques 'where the aim is to become 
aware of the hidden depths of one's psyche' (p. 132). She does not see how such techniques 
are relevant to the aims of R.E.. Furthermore, she believes that the activities relate closely to
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techniques belonging to specific religious traditions and are not shared by all religions - thus 
making the approach specific to those religions rather than being general. Her most important 
criticism is the lack of direction which is given to pupils. While those engaged in religious 
endeavour would be guided by an experienced person when involved in such activities, 
children are to be fi-ee to interpret and guide their own experience. Thompson calls this 'naive 
and dangerous'. The emphasis on neutrality, she feels, 'opens the doors to more unhealthy 
branches of the mystical art' (Thompson, 1994, p. 133).
Homan (1995) offers an operational model for spiritual development which involves four 
themes. The first he calls a world apart' in which the limitations of human endeavour are 
recognised. The second he calls, treasures in heaven' , a recogmtion of the something apart 
from the material world. The third he calls the divine standard' which is embodied in people 
such as Jesus in the Christian tradition. The fourth he calls quiet and the context of seeking' in 
which he includes prayer and meditation. He goes on to give examples from activities he has 
done with children, of how these themes might operate in school. It could be argued, however, 
that such an approach is far from new, and should be part of any good R.E. lesson.
Hulls (1995a and b) concerns (see sections 3.2.1 and 3.3.3 above) are accepted, it would 
seem that these methods are limited in their scope because they do not go far enough. The 
methods described above would be merely the starting point in developing the spiritual (Hull, 
1995b). To encourage reflection of self, to give opportumties for quiet reflection and guided 
imagery are useful as for as they go, but they do not address the real aim of such endeavour 
which is to bring the children back out from themselves and into the lives of other people. 
Amongst the literature, the methods put forward for developing the spiritual do not offer ways 
of using this self-awareness to relate to other people, develop a sense of responsibility and 
build a framework for living in the world. HuU suggests that it is important for pupils to have 
opportunity to go on to consider how whatever they learn form such experiences relates to 
how they live their lives.
The perspective that Religious Education offers which few other subjects may, is that of 
religion. Rodger (1994) has said that the world's spiritual ways, including its religions, provide 
us with the best available chartings of the journey' (p. 16). There are, however, those who 
distance themselves from a religious approach to the spiritual. The methods which have been 
put forward for developing the spiritual claim to include all children, whatever background of 
religious afiSliation, but as has been suggested, such an approach owes much to Christian and 
Buddhist spiritual tradition. Many of the examples given in recent literature make reference to
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Christianity and sometimes to Buddhism; for example, the use of Biblical stories or meditation.
This phenomenon needs to be examined as it might suggest that the particular view of 
spirituality being advocated is essentially a Christian or Buddhist one. In this case children 
might also be able to explore Jewish, Muslim and other traditions to see how the spiritual 
might be understood from those vantage points. Hulmes (1992) has pointed out, for example, 
that a Muslim view of spirituality might be something completely different. He draws attention 
to the lack of differentiation in Islam between the religious and the secular, the core belief that 
all answers to life's questions are to be found in the Qur'an, and the position that
Muslims are not free, as Muslims, to speculate about the 
existence of God, about their religious duties and beliefs, or 
about the correct way for society to be regulated in ways which 
non-Muslims assume to be both a right and a responsibility.
(Hulmes, 1992, p. 132)
An implicit emphasis on Christianity may once again leave schools open to the charge of 
indoctrination if material from other traditions is not fully explored or if the Christian 
underpinnings of any study are not made explicit.
It is clear that many writers see the value of using religious traditions in the search for the 
spiritual. Richardson (1988) suggests taking content from the word's religions, including the 
exploration of parables, riddles, spiritual folktales and wisdom tales (p. 132). He also suggests 
using objects close to hand such as candles, pottery, icons and flowers. Thompson (1991) has 
highlighted some dangers here, however, and picks out a story which she says was used in a 
course which she attended. In the story, a Christian and a Zen master discuss the person of 
Jesus and the Zen master emerges as the 'more spiritual' of the two. Thompson suggests that 
this not only identifies the type of spirituality exhibited by the Buddhist as superior to the 
Christian, but that it might also suggest that the established religions are inferior to the 
individual type of search typical of Buddhism. Thompson suggests that great care needs to be 
taken with such material, and that it once again appears to emphasise the notion of 'inward 
search', to the neglect of the 'outward'.
In hnking the spiritual with religion, we are able to make use of the most comprehensive 
consideration of the spiritual that we have. There are those (e.g. Carr, 1994), who would 
argue that such a link is therefore so obvious that it cannot possibly be avoided if the term is to 
make any sense. At the same time it has been suggested that to explore the spiritual without a
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religious foundation is potentially dangerous. This echoes Thompson's (1991) concern that 
children cannot be left free to interpret experiences in any way they like as it could lead to 
unhealthy manifestations. Children may attempt a spiritual search on their own, in which they 
make use of Ouija boards for example. Grounding the spiritual in established religious 
traditions is thus seen as a more healthy way forward, making use of centuries of search and 
enquiry within a recognisable framework (see Wright 1998). It is worth noting that the Model 
Syllabuses for R.E. (QCA 1998) are very much world religions-based, demonstrating that R.E. 
will contribute towards childrens spirituahty mainly through a study of the six major world 
faiths.
The problem with this is that it could limit the possibility of children interpreting the spiritual 
in a non-religious context. White (1994) is particularly concerned about the identification of 
the spiritual with religion. He says, 'There is, in my view, a place for what might be called the 
'spiritual' in education, but it should be all but uncoupled from religion’ (p. 373). White 
bemoans the feet that while recent Ofsted literature on the one hand appears to see the 
spiritual in broad terms which can be appreciated by religious and non-religious alike, pupils 
are to be judged according to their knowledge of religious traditions. He says that this 
amounts to forcing the world's religions upon children in order that the spirituality aspect be 
pursued. Mott-Thomton (1995) argues, however, that the documentation to which White 
refers, allows for a religious or a non-religious interpretation and he criticises White for 
wishing to exclude religion from the debate on the spiritual altogether.
An alternative way forward might be to Minney's (1991) view that the spiritual might be seen 
as a Venn diagram. In this there is would be a central area where the religious and the spiritual 
overlap as well as an area for non-religious spirituality and non-spiritual religion. This would 
then offer the opportunity to explore spirituality from within and outside religion.
3.3.4 Collective Worship
Official documentation (such as SCAA and Ofsted guidelines) also recognises the role that
collective worship can play in spiritual development. It is seen as a time when the values of the
school can be re-affirmed, and the achievements of individuals can be celebrated. It also offers 
pupils
opportumties to explore and share beliefs; consider the importance of prayer, 
meditation and silence; consider the relevance of ideas and beliefs to their own 
lives, think about the needs of others and develop a sense of community; and
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appreciate the importance of religious beliefs to those who hold them. ( SCAA 
1996a, p. 7)
While the subject of collective worship remains controversial in our schools, Beesley (1993) 
finds wisdom in the requirements for all schools to have regular worship. It offers pupils 
opportunity to 'see their daily activities in the wider context of reflection on those things which 
are considered to be of greatest worth in the human experience of living with and responding 
to the fimdamental questions of living' (p. 24). HiU (1989) suggests that worship can 
contribute to the objectives he outlines for the spiritual. These include the provision of time for 
voluntary expression of feelings of curiosity and wonder, for awareness of the human quest 
for ultimate meaning, for exploration of religious traditions and for developing pupils' capacity 
to empathise and dialogue with others' (p. 179).
The role coUective worship plays in developing the spiritual also finds expression in the views 
of head teachers who tend to take the main responsibility for worship in schools. In a study 
undertaken in 1991, the author interviewed head teachers about the value of coUective 
worship. (McCreery, 1993). It was clear fi'om their responses that, while their understanding 
of the concept was not expUcitly articulated, heads did see the potential of worship to develop 
the spiritual.
Yet even here there is tension between opposing interests and concerns While many would 
find value in the kind of contribution described above and would see ample opportunity for 
using worship to explore spiritual issues, there is an alternative view of worship, supported by 
the government, and argued for by Christian factions, which threatens to undermine its value 
as a focus for the spiritual. The broad description of coUective worship in the 1988 Education 
Reform Act was sufficiently vague as to aUow for a variety of interpretations. However, 
subsequent guidelines have, according to many, introduced increasing restriction, which could 
be said to inhibit the development of the spiritual rather than promote it. HuU (1994) argues 
that the DFE Circular 1/94 proposes a theological clarification.... which places school worship 
on a specific doctrinal and confessional basis which is unprecedented' (p. 67). He sees the 
outUnes for aims, and the increasing reference to the importance of Christianity as evidence of 
the government s concern to separate Christians' from people of other rehgions', and present 
Christianity as the binding ideology of punty and power which wiU be the basis of nationhood, 
the purely powerful nation, the purity of national power, the power of national purity' (p68).
It would seem that for coUective worship to retain its value as a contributor to children's
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spiritual development, it should be freed of nationalistic and particularistic overtones. For 
Adshead (1995) the way forward rests in foundational principles for collective worship. Of 
these, he believes 'anonymity' is the key: what he calls, 'the Name that must not be named'. 'So 
long as whoever (or whatever) is being addressed in the material is not named, the individual 
member of staff or pupil in the school retains the freedom to give his or her personal direction 
to the thoughts and feelings being expressed' (p. 12). However, merely avoiding 'naming' 
might not make the activity value-free. It might only serve to mask the underlying values and 
commitments.
In this section, the notion of the 'how' and 'where' of the spiritual in education has been 
explored, using the SCAA and Ofsted documents as a guide. A picture is drawn of a view of 
education which embraces the spiritual in all its endeavours from individual subjects to the 
whole ethos and philosophy of the school. However, this attempt to maintain the 'wholeness' 
is seen to be under threat from competing demands on education. Such demands might include 
economic concerns and the nationalistic ambitions of many of those in power.
3.3.5 The challenge of the spiritual
It seems that the suggestions put forward regarding the content of spirituality involve what 
Webster (1985) would call a new 'vision' for education. This vision calls for the inclusion of a 
wide range of perspectives - religious, non-religious, cultural, class, response to situations as 
they arise and freedom to express in a variety of ways. The activities to be provided would 
begin with the interests and concerns of young people and would arise from planned activity as 
well as spontaneous events. Most important would be to keep the aim in mind i.e. the activity 
is of limited value in its own right. It is a means to an end to be measured m terms of pupils' 
aspiration and inspiration to strive for the well - being of others.
How realistic is such a vision for education? The implications go beyond the world of the 
spiritual and its relationship to all subjects and aspects of school life. Who will take the 
initiative to convince mathematics teachers that they should identify opportunities for the 
promotion of the spiritual in their topics? According to the literature, everyone in a school 
needs to be involved, to develop a wide understanding of the term which can be developed 
into appropriate practical suggestions. It is clear that in terms of the initiative and the 
execution of ideas, the teacher's role is a vital one. The role of the teacher in the development 
of the spiritual is explored in Chapter 4.
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3. 4 Evaluating Spiritual development: How do we measure it?
Assuming that the advice and suggestions regarding the aims, methods, and content in relation 
to the spiritual could be generalised and accepted, then the next issue to be addressed is that of 
the evaluation of the process. How will educators know if their work in spiritual development 
is effective? There has long been the recognition that assessment of children's development is 
a contentious issue. National assessment procedures currently in place emphasise the 
acquisition of knowledge and skills. As foci for assessment, the realms of attitudes, beliefs and 
values remain elusive. With emphasis on that which can be easily measured, the notion of 
assessing children's spiritual development is especially contentious. Even the notion of 
'development' is itself open to debate, carrying as it does, value assumptions which are not 
always made explicit.
Consideration of the success of any attempt to contribute to children's spiritual development is 
valid from two main perspectives. Firstly, schools are inspected on their provision, and 
secondly, any good education needs to have some evidence that it has brought about a change 
in children's perceptions. It is arguable that the difficulty with measuring any change in 
children's spiritual development is caused by the lack understanding about a number of issues:
• There is no consensus about what constitutes 'spiritual maturity'.
• Children are not (cannot) be 'measured ' for spiritual maturity at the start of their 
school career.
• There is limited evidence of any 'stages' spiritual maturity.
• There is confusion about whether we are looking for either:
a) evidence that children understand what is meant by 'spiritual' or
b) evidence that children are developing 'spiritually'.
Ofsted (1994) are clear about the possibilities. They recognise that it is not the school's
business to assess individuals' 'spiritual health': 'Clearly, forming assessments of individuals' 
spiritual health is not the function of the inspector, nor would he or she have the means or 
evidence on which to make them' (p. 9). They recognise also that it is difficult to know the 
impact that life outside school has and that development is not a smooth, continuous process. 
However, while Ofsted maintain that the main function is to assess the school's provision for 
the spiritual, they are also to look for pupils' response to that provision. Ofsted talk in terms of 
'outcomes' here; the school is to be assessed on the outcomes of its provision.
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Spiritual development is to be judged by how well the school promotes 
opportunities for pupils to reflect on aspects of their lives and the human condition 
through, for example, literature, music, art, science, religious education and 
collective worship, and how well the pupils respond. (Ofsted, 1994, p. 21)
Despite nervousness about assessing pupils, Ofsted’s Handbook for the Inspection o f Schools
(1993) indicates that there are signs which inspectors should look out for in the children, for 
example:
-pupils display a capacity for reflection, curiosity, and a sense of awe and 
wonder, as well as an ability to discuss beliefs and to understand how they 
contribute to individual and group identity;
- pupils win be confident and treat each other with mutual respect.
In contrast, a school which is not contributing to the spiritual will have pupils:
-who have no clear view of what is expected of them or of the values and 
principles for which the school stands;
- whose response to their own experience and social issues is immature and 
ill-considered;
-whose relationships may be inappropriate in style and lacking in mutual 
respect.
(Ofsted, 1994, Part 2, p. 15).
However, the problem remains as to how the schools can be judged to be effective in the 
absence of any evidence that they have made a contribution to such development. How do 
schools identify their own contribution as distinct fi'om that made outside school in the rest of 
pupils' lives? The extreme end of this would be to identify pupils' levels of development as they 
enter the school, in order to see how much it changes by the end. Central to the problem is, 
according to White (1994), the assumption that this type of development is in fact possible. 
Ofsted have to work on the basis that it is possible to develop pupils spiritually. He suggests 
that as yet there is no common acceptance of what 'spiritual maturity' looks like. White 
suggests that the problem stems fi'om the notion of 'development' which has dominated 
educational thinking since the days of Piaget and that this is not helpful in this context. At 
present there is no ‘baeseline’ data model available and no way of assessing the school’s 
particular contribution to an individual’s spiritual development.
78
Minney (1995) has noted that there have been attempts to identify stages in spiritual 
development which begin with wonder at natural beauty, go on to wonder induced by great 
music or art then finishing with admiration of great deeds or the noblest human qualities. 
Minney finds Fowler’s (1981) work on faith development to be useful here and there is the 
suggestion that the spiritual is inextricably linked with the moral. Minney suggests that 
Fowlers notion of people being shocked into change in their perception provides a useful 
indication of how teachers might help pupüs to 'move on ' in their spiritual development. It 
would entaü the provision of experiences which caused pupils to question assumed values in 
order efifect change.
It seems likely that children in any given classroom might be 
almost at any stage of spiritual awareness and sensitivity, and, if 
discussion and the encouragement of creative expression are 
ways to develop this then a possible programme might begin 
with creating or studying new experiences which wül stretch 
some people at once, and others later, in the course of 
reflection, whether collective or personal. (Minney, 1995, p. 21)
Minney also recogmses, as is suggested by Robinson's (1977) work, that if teachers respect 
chüdrens privacy, then they may never know what has been achieved. This has serious 
implications for the inspection of the spiritual and the reporting back to governors and parents.
3.5 Summary
This chapter has attempted to explore the provision for spiritual development m schools using 
a fi*amework which is simüar to that used for other curriculum areas. A picture is drawn of a 
complex area, with few foundational agreements, which might appear rather too complicated 
to offer any way forward. It seems clear, however that graduaUy, and with the involvement of 
a wide range of interests including religious educators, educators in general, inspectors and the 
government, a skeletal fi*amework begins to emerge. This includes:
• Aims of promoting chüdren’s spiritual development — which includes developing a 
sense of seff-awareness and awareness of others.
• Approaches to developing the spiritual within school — including the use of subject 
areas, specific activities. Collective Worship and School Ethos.
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• Evaluating the school’s provision for spiritual development -  including recognition of 
the difficulties.
This framework may continue to develop, as long as space and time are allowed, and as long 
as the endeavour does not get hijacked by those in the government with other motives 
interests. The continuing research and debate linked to purpose, approaches, children's 
development and the evaluation of the process can only help to bring about a clearer picture of 
what the spiritual means in our schools. In the light of continuing developments within the 
primary curriculum, not least the re-structuring of the National Curriculum and the inclusion 
of Citizenship, opportunity to develop the notion of the spiritual might be limited.
Another major stumbling block to the development of the spiritual comes from a different 
source. It is arguable that there is one group who are able consistently and effectively to 
undermine educational development. This powerful group is at the centre of the educational 
process, and has in the past been seen to resist change and subvert initiatives. It is a group 
which hardly appears among the literature on spirituahty. The teachers. It is suggested that 
whatever consensus, agreement, strategies, theory may be developed in relation to the 
spiritual, it is unlikely to be addressed noticeably if the teachers who are responsible for it do 
not become part of it.
A colleague recently observed that there are those in the educational world who have become 
bored with the debate on the spiritual. From their perspective, the discussion has been going 
on so long that it has ceased to have any dynamism. Perhaps these people have been steeped in 
the realm of the spiritual for many years, being famihar with the writings of religious educators 
from the early 1980s. However, given the many competing demands of the primary teacher’s 
role, it may be that discussion of the spiritual has yet to become a priority. The spiritual has 
not been high on the agenda in primary schools, for example. Far from being a well-trodden 
path, the spiritual may be, for many teachers, a confusing and unknown route.
In the next chapter, the context for spiritual development will be explored: the school. In 
particular the role of the teacher and the head teacher in children's spiritual development will 
be examined to see how far their involvement is necessary for it to be a recognised and valued 
feature of school life.
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CHAPTER âl Hl£ CflJltext for Spiritual 
Development: The Primary School
4.1 Introduction
The previous chapters have attempted to review key elements and issues that characterise the 
literature concerning the spiritual within education, drawing primarily on official 
documentation and educational sources. The aims, purpose and justification for the subject 
have been explored and it has been suggested that often there are no clear-cut answers in 
relation to the spiritual aspects of human nature. This chapter focuses on the context for 
children's spiritual development within education, the school. For the purposes of this study, it 
is the primary school which is the central focus. The chapter begins to examine the prospects 
for the development of the spiritual within the current educational climate, taking into account 
those individuals with the most influence within the school - the head and the teachers. In 
particular the chapter explores the nature of head teachers’ responsibilities in relation to the 
spiritual and considers how managerial aspects influence the way that teachers view their role 
in school.
In the last ten years or so, primary schools have undergone something of a transformation. 
Both the previous and current governments have claimed to be zealous in their efforts to 
‘modernise’ schooling and to make it relevant for the twenty-first century. The demands on 
schools in such a climate have been great. For example. Government statistics indicated that in 
the first seven months of 2000, between January and July, the DffiE sent every secondary 
school 75 separate documents, totalling 2,063 pages, covering a wide range of initiatives 
(including the new National Curriculum, guidance on exclusions and performance 
management). Primary schools received 67 documents totalling 1,480 pages (Times 
Educational Supplement, July 28, 2000, p.3). New accountabilities to parents, local and 
national government and to society at large have also put great pressure on heads and staff. 
The present government, including its agencies, authorities and ‘quangos’ emphasis on 
numeracy and literacy together with concern for ‘standards’, has changed the focus and 
working lives of teachers in primary schools. However, as we have seen, the law still requires 
schools to promote the spiritual, moral, social and cultural development of children.
Arguably, despite the move towards greater homogeneity consistency, encouraged by a 
National Curriculum and Ofsted inspections, primary schools are as varied as they are 
numerous. Each one represents a unique institution which is influenced by the children it
serves, their parents, the staff it employs, the community surrounding it and the governors 
who volunteer to manage it. What is more, these constituent members are not static, and 
within the space of only a few years the nature of any particular primary school can be 
radically changed. Much has been written in recent years about the notion of the 'Whole 
School' (e.g. Nias et al, 1992). Such a notion involves the whole school community working 
on change and development. It has been suggested (e.g. Torrington, 1997) that the area of the 
spiritual is one which especially demands whole school involvement, requiring what Erricker 
and Erricker (1997b) describe as ‘a re-assessment of the school's role in society’ (p.l).
A key assumption throughout this thesis is that, because of the competing demands on and 
within the primary school, issues surrounding the spiritual are unlikely to have been addressed 
in any depth in many schools. It is highly likely that schools have only turned their attention to 
it in the light of Ofsted inspections. For example, Torrington (1997) found in her work with 
teachers that many had been 'left confused after an Ofsted inspection because they have been 
told they need to address spirituality....' (p.l). It would appear essential that for any school to 
develop its provision for the spiritual, some kind of discussion needs to take place among the 
teaching staff. Carr and Tandon (1998) in their study of values in secondary schools found a 
wide range of values held by teaching staff. They also identified a consistency of values among 
teachers in church and independent schools. Within county schools, however, they found wide 
differences between staff working in the same school. Carr and Tandon highlight the need for 
discussion of values between staff to ensure that this area is taken seriously. Implications for 
spirituality can be drawn from this, and although primary schools as institutions are different 
from secondary schools, there would still appear to be the need for the spiritual to be 
addressed explicitly for positive movement to take place.
Beesley (1993) has suggested that schools conduct a 'spiritual audit' to help them address the 
area. This includes a school asking five questions:
1. How do the governors and senior management team interpret their 
responsibilities for this area?
2. What vision of humanity is promoted through the school's philosophy 
and practice?
3. How are members of the school being equipped to explore 
spiritual questions?
4. What opportunities are pupils given to practice skills of reflection?
5. What kind of evidence could the school use to claim that it is 
promoting spiritual development?
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In the following sections, the implications of asking these kinds of questions will be explored. 
The central question is: how does a school arrive at its understanding of the spiritual and what 
role do teachers and heads play in this?
4.2 Teachers and Children’s Spiritual Development.
Plunkett (1990) has said that: ‘Education will not open up space to the spiritual unless 
teachers wish for this development’ (pi36). While it can be suggested that teachers are crucial 
to the development of the spiritual dimension in school, there is little available evidence to 
illustrate how far teachers have considered their role m this area. This section starts from an 
assumption that few teachers wül have had the time, opportunity or desire to enter into a 
discussion concerning spirituality. Some teachers, possibly due to their own personal 
commitments, may consider that the work they do does indeed contribute to the spiritual, and 
it has been suggested (e.g. Beesley, 1993) that teachers cannot avoid contributing to the 
spiritual in school. However, in the absence of any formal discussion it is likely that such 
contributions are not made explicit and are, therefore, not open to critique.
Furthermore, there is some evidence to suggest that teachers are nervous and uncertain of this 
aspect of school life (Erricker and Erricker, 1997a; Torrington, 1997). It is suggested in this 
section, that whatever the Government, religious educators or others say, the attitudes of 
teachers wül have a significant impact on the promotion of the spiritual development of 
chÜdren in our schools because of their key daüy role in the educational process and lives of 
their pupüs. Such attitudes need to be made explicit.
4.2.1 The role of the teacher in children’s spiritual development
Given the literature reviewed in chapters 1 to 3, it would appear that the task of contributing 
to chüdren's spiritual development in school is a complex and sophisticated venture and thus is 
likely to make significant demands of those who are responsible for it. The role of the teacher, 
whilst not widely addressed in the literature, raises important questions. The starting point 
WÜ1 be a consideration of the teacher’s role in leading activities, because this appears to be the 
main level at which the teacher's perspective is considered in the most recent literature. It wül 
be suggested that this ‘how to do it’ level does not go far enough and ignores far greater 
issues which must be addressed. The discussion wül go on to consider these greater issues, 
such as the implications of teachers' own spiritual development and their contribution to 
change in school.
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Some of the materials published to support the spiritual in school have focused on the 
teachers, but only in respect to their role in leading activities. The materials produced by 
authors such as Stone (1992), Beesley (1990) Hammond, Hay et al (1990) aU offer teachers 
guidelines. The starting point seems to be the establishment of an appropriate atmosphere 
which, for Stone (1992), includes using a quiet room, free from disturbance, explaining to the 
children their role and allowing them freedom to join in or not, offering the children enough 
space to sit or lie down and making sure that everyone respects the learning experiences (p.9).
Beesley offers a lengthier list of ten guidelines which include suggestions for starting the 
activity, the use of time and pacing, rehearsal of material, and encouraging the children to 
express their responses. He also prepares teachers for the different stages of response which 
children might have from the ‘novelty stage’ in which the children may be fascinated by the 
new approach, through the ‘giggles’ stage to the reflective and critical stages in which the 
children, with experience, come to evaluate the whole process. Common to all these tips and 
suggestions is the recognition that children must always be free to ‘opt out o f and ‘opt into’ 
the activity at any point. It is also made clear that plenty of time must be allowed for 
discussion and follow up in ‘de-briefing’ time. Here also children are to be free to contribute 
as and when they feel inclined.‘The right to privacy and the sanctity of personal thought must 
be respected at all times’ (Beesley, 1990, p. 10). This suggests a way of working which is 
unusual in a primary school, where pupils are usually asked to be involved in all aspects of 
work.
Authors are aware of the power of the activities they are proposing and offer 'safety rules' 
(Raban, 1987, p. 21). These include: the teacher going through an activity first and if in doubt 
about it then not using it; making the children feel comfortable with the activity and reassuring 
them about their role; following up the activity with individual children, perhaps using drawing 
or written work; and approaching the whole enterprise gently, gradually building confidence. 
Elsewhere, Raban (1990, p. 221) suggests that such activities may also include entering 
‘dangerous’ areas such as death, and she leaves it to the teacher to decide the extent to which 
this is tackled. However, Beesley (1990) offers a serious warning here:
The classroom is not the place, nor is the teacher suitably qualified, to invite 
pupüs deliberately to encounter and relive the painful and darker episodes in 
their Hves; although they too may be important aspects of our spiritual Hves.
(p.ll).
This view finds agreement elsewhere, and recommended activities tend towards ‘Hght’ and
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positive feelings. There are important implications here. Firstly, there is the danger that 
focusing only on the positive aspect of the spiritual may distort it and provide children with 
what might be only a partial understanding of the concept. Secondly, it has profound 
implications for the teacher, raising an important question about of their role - are teachers 
prepared to lead such activities? In the literature there is the suggestion that teachers need to 
be trained in these techmques and also meet regularly to evaluate such work. These aspects 
are explored below.
The teacher as leader of activities is perhaps the most obvious aspect of the role, but it is
perhaps not the most significant. However, it does open up a whole range of questions which
need to be addressed in the wider discussion of the spiritual. To ask teachers to take on this 
work amounts to them being seen, as Richardson (1988) has described them, as ‘spiritual 
directors , while Erricker and Erricker (1997) describe the teacher as ‘nurturer’. This is a 
challenging thought, and may require a good deal more change than merely the introduction of 
spiritual techniques into the classroom. This is in stark contrast to Rodger (1996), who argues 
that our task in schools can scarcely be that of being spiritual directors guiding our pupils 
along a given path to a determinate goal (p. 54). Such a vision of the teacher may demand a 
reconsideration of their role as a whole. Webster (1985) suggests that the pupil/teacher 
relationship is important in such work: ‘Ideally, the relationship should be one which, fi'om a 
bedrock of security and trust, both sharpens and deepens young children’s questions and 
conflicts to the point of dissatisfaction with the way "things are"’ (p. 25). Plunkett (1990) 
advocates the notion of ‘listening’ as a vital part in the pupil/teacher relationship. The teacher 
must be able to listen to her pupils, not on a casual level, but at a level which reveals the 
pupil's concerns.
Full listening involves being with the other with empathy,
experiencing with them, sensing the other as a complete human 
being, with the depth of beliefs, hopes, fears and other senses 
and feelings that make up a whole personality, and then 
responding to the core of the person. (Plunkett, 1991, p. 132).
What it implies is a view of the teacher and learner which might be held as an ideal in our
education system, one where the relationship between teacher and pupil is a mutually
supportive one. How far this represents the reality of the modem classroom is difficult to 
judge.
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4.2.1 The spirituality of the teacher
Perhaps the most important aspect of the teacher’s role in regard to the spiritual, and one that 
needs serious attention is the teacher’s own spiritual development. Raban (1987) has 
suggested that the teacher must be both ‘model’ and ‘participant’. Certainly, in an atmosphere 
of mutual trust, the teacher must be willing to be open and involved in the process in a way 
which will expose his or her own experience of the spiritual. Richardson (1988) says that 
teaching others must be linked to one’s own spiritual journey, and there needs to be 
recognition that teachers may be affected in the process. Berryman (1985) observes that, ‘the 
domain that one is shaping is also shaping the adult who is making the intervention’ (p. 126). 
Indeed, it would seem that teachers cannot embark on the endeavour without being prepared 
to submit to such involvement. Rodger (1994) says teachers must, in order to enter into the 
spiritual development of children, ‘allow themselves to be called into question by it, submit 
themselves to truth which is not yet realised in their awareness, and commit themselves to 
obligations which are not yet embedded in their practice’ (p. 31).
This presents challenging demands for teachers, involving them in a spiritual search which they 
may or may not have even contemplated in their own lives. Webster (1985) says that ‘unless 
they have pondered their own being they are unlikely to be able to convey a fragment of that 
mystery which surrounds all being (p. 16). Plunkett (1990) agrees with this and sees it as an 
essential part of teacher's development. ‘The overwhelming need is for teachers to be engaged 
in their own search, conscious of their own inner selves and aiming at realising a greater 
integrity in their professional lives’ (p. 136). But how willing are teachers to enter into this 
kind of self-reflection in the context of school?
4.2.3 Teachers and educational change
It was suggested earlier that the spiritual may not have been a priority in many schools and is, 
therefore, still neglected, despite legislation and government guidelines. The reasons for this 
neglect (if true) are unclear, but might relate to the dominance of govemment-led school 
initiatives, the amount of change in recent years, or the sheer elusiveness of the subject. It was 
also argued (above) that discussion of the spiritual among teachers is essential for any 
development of the subject. This section explores the influence of teachers on educational 
change and development and assesses how easy it might be to encourage teachers to discuss 
the spiritual and build it into their practice.
It has been recognised that, whatever curriculum change has been advocated either by 
politicians, or educationalists, the point at which it becomes practice remains in the hands of 
teachers.
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However noble, sophisticated or enlightened proposals for 
change and improvement may be, they come to nothing if 
teachers don't adopt them in their own classrooms and if they 
don’t translate them into effective classroom practice.
(FuUan and Hargreaves, 1992, p. 22)
The power of teachers to subvert, ignore and even sabotage change has been noted by many 
(e.g. Goodson, 1992; Sikes, 1992; Hargreaves, 1994). If the spiritual is to have any part in 
children's education, it needs to be considered and deemed appropriate by those who would 
promote it in their classrooms.
It could be said that one of the reasons why so much educational reform and change has had 
varied success (as judged by Ofsted inspection data) is that it often fails to take into account 
the teacher's perspective, or to involve teachers in the process. Hargreaves (1994) refers to the 
work of Sarason (1990), who suggested that, on the one hand, change never takes into 
account the complexity of the school system, fi*equently trying to change a bit at a time rather 
than seeing each change as having an impact on the whole. Hargreaves points out that this 
means teachers are never offered sufficient development opportunities to help them deal with 
the change. On the other hand, Sarason (Hargreaves, 1994) argues that change will not be 
successful until it takes account of power relationships within the school. Hargreaves sees this 
as a call for 'restructuring' in schools by addressing the power relationships (p. 242). Sikes 
(1992) echoes this call for seeing schools as complex social institutions, but offers another 
reason for failure of change - the failure to see teachers as 'first and fore-most (p. 38).
This suggests that any attempt to promote the spiritual needs to take into account the 
professional development requirements of teachers and the different groups who will need to 
take part in the discussion of how any strategy for promoting the spiritual is to be 
implemented m school.
It may be useful to distinguish between two different sources of change: external and internal. 
External change would include government legislation, while internal change would arise fiom 
the perceived needs of the school as identified by those within it. It is suggested (see Bottery, 
1992) that teachers are more resistant to externally imposed change. The development of the 
spiritual might emerge fi-om both external and internal pressures. Certainly for many schools it 
will be perceived as an external demand under the terms of the 1988 Act and this may affect 
the importance which teachers attribute it. Internal demands for inclusion of the spiritual might 
arise from a decision of the head or other members of staff and this may be equally challenging 
for those members of staff who may not have considered it.
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One result of failing to consider the teacher’s perspective may be that teachers might be 
inclined to sabotage or undermine any change and Sikes (1992) notes some ways in which 
eîq)erienced teachers do this. Some teachers, she says, respond to change by ‘carrying on as if 
nothing has happened’ (p. 45). Sikes believes this to be the most common response to change, 
although often teachers are able to mask it well, by concurring with the rhetoric but not 
changing their practice. Even legally imposed change can be undermined in this way:
Even when changes are legally enforced it may be possible to go 
through the motions and present an appearance of change
without any real change taking place, although this becomes
increasingly difficult when monitoring and assessment are 
involved as they tend increasingly to be. (Sikes, 1992, p. 45)
Other ways in which teachers resist change include intentionally doing things wrong or 
refusing to cooperate. This could easily be done in the relative isolation of the classroom. 
Recent governmental initiatives such as the literacy and numeracy strategies appear to have 
been adopted in most schools. However, the degree to which the teachers have the power to
modify’ the strategies to meet the perceived needs of her pupils remains an interesting
question.
It has also been suggested that change can deeply affect the morale and satisfaction of 
teachers. Hargreaves (1994) e?q)lains that some teachers go along with change because of the 
‘guilt’ they suffer fi-om. He says that teachers will cover what they are told to do, often in a 
superficial way, rather than challenge it, because they feel threatened by accountability. 
Hargreaves regrets such compliance, because he says it removes the opportunity to have an 
open debate about new innovations. Ultimately, however, the result may be the same; change 
can be unsuccessful because it is not entered into with understanding or enthusiasm.
This is something which impacts on the spiritual dimension. It would easily be possible for 
schools to address the area in a superficial way, record it in their documents (e.g. policies, 
prospectus, mission statements) and then ignore it completely. Accountability for the spiritual 
is less obvious than for curriculum subjects, as there is no national framework, and even 
though Ofsted must inspect a school's provision, the fact that they recognise its complexity 
may provide schools with some latitude in regard to the degree of their commitment (Ofsted,
1994).
The reasons why teachers may be nervous of change are complex and varied. In the last few 
years the amount of change that teachers have faced has been unprecedented and many feel 
that the increasing workload that teachers face has led to teacher overload. Today's teacher 
faces (among other things) more ‘social work responsibilities’, greater accountability, a wider 
range of pupil ability and greater subject knowledge requirements (Fullan and Hargreaves, 
1991). Such developments are not necessarily resourced and the result is what Hargreaves 
(1994) calls an ‘intensification’ of their work in which ‘teachers are expected to respond to 
greater pressures and comply with multiple innovations under conditions that are at best stable 
and at worst deteriorating’ (p. 118). Asking teachers to consider such an elusive area as the 
spiritual only adds to this intensification.
Another reason for resistance is that teachers often view change in relation to how practical 
they believe it to be. No matter what theory might suggest, teachers evaluate new initiatives in 
terms of how they think it wiU work in their own classroom (Hargreaves, 1994). This notion 
of context is significant and includes consideration of the time and resources available for 
changes, the environment, the children and the culture of the school. Teachers will also draw 
on their own experiences and will evaluate change in comparison to what they have found to 
be successful over their years of teaching. This means that any attempt to get teachers to 
consider the spiritual aspects of their work would need to convince them that it is a practical 
proposal.
As has been suggested (Hill, 1989) the spiritual, whether explicitly addressed or not, is a 
feature of every school, by virtue of it being an aspect of the human condition. If the spiritual 
is to do with values, convictions and ways of living then what is important is that it is openly 
debated and recognised as a feature of school life. The culture of the school is important here. 
Teachers are only able to work within the cultural norms of the school and if that culture is 
inimical to the spiritual then it is unlikely that teachers will be able to pursue it.
An important contribution to the discussion of the teacher's role in educational change has 
been the consideration by Ivor Goodson (1992) and others of the teacher as a person, i.e. as 
an individual with particular concerns and interests. This aspect more than any other, is likely 
to influence the development of the spiritual in our schools and needs to be addressed very 
carefully. Too often, educational change, whether it be curriculum or management, appears to 
ignore the fact that teachers are primarily people (see Yeomans in Southworth, 1987). 
Teachers are seen as a homogeneous group and as bundles of skills and knowledge aU ready to 
be imparted to their pupils. Fullan and Hargreaves (1992) suggest that even staff development 
strategies treat all teachers alike, stereotyping them, and consequently fail to impact on many
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of them. It is suggested that any change or educational development not only has an effect on 
the teacher, but on the individual person too.
Attempts have been made in recent years to explore the idea of teachers as people and to 
consider the variety in terms of age, gender, career stage, biography, cultural and religious 
backgrounds and so on. Yeomans (1987), for example, asks us to consider that at any time, 
there wiU be events happening in teachers’ lives which affects how they see their work. 
Divorce, raising children and caring for elderly parents are just some of the life events that 
teachers bring to school with them. Some of these events relate to the ‘life-stages’ they have 
reached. A young teacher, straight from coUege, may have a very different view of life than a 
mature teacher with responsibiUties of partner, mortgage and children. This may also have 
implications for the level of commitment that teachers have for their work. What needs to be 
recognised is that teachers have responsibiUties out of school, and are likely to be less 
enthusiastic about change at certain points in their career, than others. In this context, 
Goodson (1992) argues that it is necessary to consider ‘teachers’ priorities’. The impUcations 
for the spiritual are that teachers at different stages of their life are likely to have different 
reactions to the notion of the spiritual (Bainbridge, 1997).
Recognition of teachers as people begins to draw attention to the way in which these aspects 
of teachers’ Uves contributes to their thoughts, feelings and values in relation to education. 
Hargreaves (1994) has observed that teachers’ feelings are often overlooked. He says that 
whUe teachers’ thinking and actions have been explored, ‘we know much less about how 
teachers ‘feel’ whUe they teach; about the emotions and desires which motivate and moderate 
their work’ (p. 141) and he urges researchers to Usten to teachers talking about their feelings.
Teachers’ aims and purposes are likely to arise out of their own life experiences and values, 
out of their experiences working with chUdren and also, according to Sikes (1992) out of the 
ideologies and phUosophies which were prevalent at the time of their initial teacher education.
Different generations of teachers, therefore, come into contact 
with different ideas which can be expected to have some 
influence on their ideologies and approaches to teaching, and on 
their expectations of what a teaching career involves, (p. 40)
If new educational initiatives conflict with their personal or professional aims and values, they 
are likely to be resisted. There is a need for teachers' sense of purpose to be recognised and 
included in any debate on change. Fullan and Hargreaves (1991) recognise a tension here. On
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the one hand we want teachers to be open to change and reflective on their practice, but at the 
same time we need to be sensitive to teachers’ knowledge and ideas so that we do not alienate 
them. Ultimately it is a balance between both listening to and sponsoring the teacher's voice 
(Goodson, 1991) and achieving a ‘vision’ of education which everyone can be committed to.
However, it is important that the power of the individual within the whole institution is not 
overestimated. Teachers often feel a loss of power when faced with all the changes which are 
introduced (Bottery, 1992). If the schools in which they work contain structural features 
which deny the teacher any power, then even teachers who wish to develop the spiritual in 
their work may face a struggle. Bottery ( 1992) emphasises the concept of participation when 
it comes to development and change. He sees this as not only a right but a duty, which can 
demonstrate to pupils the responsibilities of citizenship. He sees schools as responsible for 
developing all the people within it, including teachers, and warns that because education is 
seen increasingly as instrumental, there is the danger of seeing teachers as instruments.
Bottery is also concerned that participation should be genuine, with teachers having full 
participation in decision making, otherwise teachers can become cynical. Participation should 
not be seen as a ‘gift fi-om management’ but as a right (1992, p. 165) and he is scathing of 
teachers who avoid the responsibility and are reluctant to participate in change:
Where staff abnegate their responsibility in this area 
they present a role model to children which is destructive 
of the maturing of political attitudes, to the development 
of a true citizenship, (p. 165)
However, Bottery also recognises that some may not want to participate due to their personal 
situations or the fact that the area under discussion is not one with which they are directly 
involved ( 1992, p. 171 ).
Assuming that the spiritual domain is as accessible to teacher action as other areas, then the 
participation of teachers is vital for the development of the spiritual in school. Just as teachers' 
lives, values and feelings affect the way they respond to change, so they may affect their 
response to the demand to consider the spiritual dimension. Encouraging teachers to promote 
the spiritual, without consideration of their lives, expectations and purposes may not be 
effective. Therefore, teachers need to be at the heart of discussion about how the spiritual 
should be included in school Hfe.
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4.2.4 Teacher development and the spiritual
If teachers are to contribute towards the development of the spiritual in schools, they must 
have opportunities to consider it. For Beesley (1993), the crucial point is that
... .whether they realise it or not, teachers in every curriculum 
area, and in every comer of the ethical and pastoral life of 
a school, are promoting answers, or ways of responding to 
these kinds of questions. They do so, even when ignoring 
or denying them, through the vision of humankind and the 
values they offer explicitly or implicitly to their pupils, (p.24)
Given the current situation regarding initial teacher education and teacher development, do 
these opportunities for consideration of the spiritual exist?
Initial teacher education (ITE) has undergone as many changes in recent times as schools 
themselves. At the present time the commitment to school-based training and the profiling of 
new teachers through competencies appear to be potentially significant factors in relation to 
the spiritual. The emphasis is upon subject knowledge and pedagogical skills. Programmes for 
ITE are heavily practical in nature, preparing teachers to ‘deliver’ the National Curriculum and 
making sure that they have the necessary skills to maintain order and achieve high measurable 
achievement by their pupüs. Current ITE courses have also had to respond quickly to 
government initiatives, often ‘bolting’ these on to their courses. This utilitarian emphasis 
appears to leave little space for a discussion of anything so elusive and un-measurable as the 
spiritual. It may be that courses have very little content relating to philosophy, psychology, 
sociology or pedagogy and that hardly any space is allowed for students to reflect, not only on 
their skills, but on their attitudes and values. So, while it may be desirable for teachers to have 
some training in the ‘theory’ of the spiritual, it seems vital that teachers are able to take part in 
some of the suggested activities (such as: stilling; guided fantasy) and have time to discuss 
these with colleagues. In a survey of Secondary ITE students, Rolph (1996) found that 
including a spiritual dimension in a B.Ed. course was difficult due to pressures of time. 
Current ITE programmes are guided by the ‘Standards’ outlined in Circular 4/98 (DfEE 
1998). Trainees have to reach acceptable standards in the areas of: Knowledge and 
Understanding; Planning, Teaching and Class Management; Monitoring, Assessment, 
Recording, Reporting and Accountability; and Other Professional Requirements. The spiritual 
is referred to in two places in relation to planning and teaching. Trainees must ‘plan 
opportunities to contribute to pupils’ personal, spiritual, moral, social and cultural 
development’ (p. 12). They must also keep pupils engaged by ‘exploiting opportunities to
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contribute to the quality of pupils’ wider educational development, including their personal, 
spiritual, moral, social and cultural development’ (p. 13). How courses address these specific 
requirements will emerge as the standards become incorporated into existing jframeworks.
It appears that preparation of teachers is crucial to the promotion of the spiritual. At the very 
least, they need practical advice about how to ‘do’ the activities suggested in books about 
spiritual development. In itself, however, this may not be enough. Teachers need opportunities 
to reflect on their own value systems and question their own assumptions about education and 
their role within it. Rossiter (1994) suggests that too great an expectation is placed on 
teachers to solve social problems and that teachers need to examine the government's 
intentions and reinterpret the rhetoric surrounding the spiritual ‘in favour of a more holistic, 
student centred process’ (p.2).
As we have seen, teachers may be ill - prepared to explore the spiritual with children until they 
have reflected on their own spirituality because one is likely to impact on the other. If teachers 
are considered as individuals, with their own experiences, commitments and beliefs, then it 
must be recognised that among the teaching force there wül be those who have a religious 
commitment, those who don't, those who consider themselves to be on a spiritual journey, and 
those for whom it has never been an issue. Each type of teacher needs to explore the nature of 
her or his own spirituality and how this relates to what they do in the classroom. It has been 
suggested (Minney, 1995) that teachers themselves may be at an early stage of spiritual 
development: ‘Quite a lot of our teachers in both secondary and primary schools would appear 
to be at Fowler's stage 4, 3, or even 2 which must make it quite impossible for them to 
organise a class for spiritual and moral development in any purposefiil sense’ (p.21). Stage 2 
would normally describe the stage of development of a ten year old, while stage 4 would 
describe a 20 year old adult (see Chapter 3.4).
Once teachers qualify and find themselves in a particular school context, they find themselves 
working alongside other teachers with very different value systems and in all likelihood, 
different notions of spirituality. Opportunities to consider these differences may be limited. At 
the present time Continuing Professional Development (CPD) courses tend to continue in the 
practical vein and so teachers learn about how to improve their practice, often again with little 
reference to any spiritual concerns. Examples of this can be seen in the blanket in-service 
training on how to do' the literacy and numeracy strategies. Teachers’ individual concerns and 
needs appear to be overlooked in such a process. The major growth in management courses is 
evidence of the concern to treat schools as businesses, processing people, with scant reference 
to their personal values. Webster (1985) using the words of the poet John Dunne, argues that
93
‘unless they have asked what kind of story theirs is, it will be difficult to help others recognise 
a "timelessness within time" in their stories’ (p. 17). Referring to her work with teachers, 
Torrington (1997) found that, although initially insecure, teachers gained more confidence 
with the spiritual once she had explored the nature of it with them. Such evidence suggests 
that given the opportunity, teachers might welcome education about the spiritual.
In this section we have seen that the demand to promote 'spiritual values' in our schools runs 
alongside many demands generated by a utilitarian approach to education. There also appears 
to be an official implication that these ‘spiritual values’ are shared by the teachers in our 
schools (see Chapter 2). Until teachers are given the opportunity to reflect on these values, it 
is not possible to know what their values are. If the spiritual is to find any significant place in 
primary schools it is important to bring the issues into teacher education and development and 
to make sure that schools are places which allow diversity of response, along with the kind of 
culture that celebrates the individuality of the teacher as well the child.
4.3 Head teachers and Children’s’ Spiritual Development
‘The head teacher’s role is fimdamental in providing for the spiritual life of
young people in school’ (Warner, 1996)
The significance of the head teacher in the success and development of a school has been a 
focus of attention for some time. Recent writing on the role of the head appears to focus on 
the changing role of the head teacher away fi-om a ‘traditional’, ‘paternalistic’ model to a more 
‘managerial’ model (e.g. Southworth, 1995; Grace, 1995). There is also discussion about the 
head as ‘manager’ and as ‘leader’. Developments involving the training of head teachers, such 
as HEADLAMP, the National Professional Qualification for Head teachers (NPQH) and the 
proposed National Centre for School Leadership, all draw attention to the role of the head 
within the school. It, therefore, seems appropriate that, in relation to the place of the spiritual 
in schools, a consideration of the role the head has to play and her or his impact on the area is 
necessary. This section briefly explores the changing roles and responsibilities of primary 
school head teachers, in order to consider how this affects their influence on the promotion of 
the spiritual m schools.
4.3.1 The changing role of the head teacher
The educational reforms of the 1980s appear to be pivotal in the changing nature of the head's 
role in school. In the past the head had been seen as fairly autonomous, directing the day-to- 
day business of the school and its future development. Ball (1987), however, observed that
94
now the head was accountable to a variety of bodies, not aU of which are moving in the same 
direction. They (head teachers) are caught between audiences, and the demands those 
audiences make may be very different and are often contradictory and irreconcilable’ (p.86).
The new audiences which heads must address include: the Government, in its requirements 
for testing and achievement; Ofsted, in the up to six-yearly inspections to judge whether 
schools are giving value for money; Governors, whose power, though not always realised and 
utilised, has grown significantly; teachers, who expect leadership as well as sensible and 
responsive management; and finally parents, in the promise of the Parent's Charter. This 
represents a move towards accountability which head teachers in the past did not have to face. 
According to Grace (1995), this has meant that head teachers ‘will not enjoy the relative 
position of dominance and autonomy which many of them possessed in an earlier period’ (p. 
15). The demands of Governors, in particular, are of special interest m terms of the 
development of the spiritual. Their power, according to Grace, means that not only are more 
conservative values likely to hold sway, given the likely identity of governors, but that the 
particular interests of ‘a whole range of social, cultural, ethnic or religious groups’ may be 
legitimated (Grace, 1995, p.20). Heads now have to negotiate a new relationship with 
governors as leaders of the school (Southworth, 1995) and Grace (1995) reflects that the 
demands of others mean that heads no longer are able to maintain notion of'my school'.
There appear to be two main demands placed upon head teachers The fiirst, which Southworth 
(1988) refers to as the role of ‘administrator’ and Hall (1996) calls the ‘technical leader’ 
must manage budgets and develop the school’s profile in the market place. The second, 
referred to as the ‘educative leader’ (Southworth) or ‘practical educational leader’ (Hall) is the 
more traditional role which requires heads to be exemplars and leaders of educational 
development. There is a suggestion that this new emphasis on the adrninistrative, managerial 
side neglects the educative role (Grace 1995). This is also suggested by Hall (1996) who says:
The pursuit of rational management processes takes precedence over 
enacting a leading professional role, so that headship becomes associated 
with administration and management and less with teaching and learning.
(p. 14)
However, Southworth (1995) maintains that head teachers continue to work as they did 
before, and that far fi-om ignoring the more traditional role, ‘recent changes in education have 
helped to reveal how headship is not simply a technical matter but is concerned with social, 
moral and educational beliefs’ (p. 19). Other writers such as Bush (1998) comment on the
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distinction that is made between ‘leadership’ and ‘management’ in much of the recent 
literature. Bush says that leadership is usually associated with values and purpose, while 
management tends to refer to implementation or technical aspects. He argues that both are 
required for effective school improvement.
Grace (1995) accounts for much of the change in the role of the head as a direct response to 
what has been called ‘the market mentality’ which has been introduced to education. Head 
teachers are expected to ‘market’ their school, to deliver the curriculum and to satisfy their 
customers, i.e. parents, to ensure increased enrolment. According to Grace, these demands 
may adversely affect such things as the appointment of staff and the number of exclusions. 
While Grace found in his work with head teachers that some were confident that they could 
maintain their moral and spiritual responsibilities, others were concerned that they had no basis 
to counteract the individual self - interests of pupils and parents. Attention to market forces 
may mean that ‘there will be major dilemmas for those head teachers whose conceptions of 
educational leadership have involved giving priority to moral and spiritual values or to 
professional, cultural and human values’ (1995, p. 43).
In a research project as part of the ICOSS (Impact of Competition on Secondary Schools) 
study, conducted by Levacic, Woods, Hardman and Woods (1998), 327 secondary head 
teachers were asked about the effect that competition had had on their schools. Many felt that 
there was a good deal of competition between local schools and a lack of co-operation 
between them and that it had affected school practice. Two examples were an increase in 
setting/banding students and a reduction in option choices for year 10 and 11 students.
One of the effects of inspections and concern for standards in schools has been an increase in 
the number of children excluded fi-om school, although there has been a slight dip in the past 
twelve months i.e. 1998 = 12,000: 1999 = 10,000 (source: Independent, 1^  August 2000). 
Grace (1995) has suggested that heads may be more likely to exclude children in order to 
maintain the image of the school. Furthermore, successive pieces of legislation and 
government innovation such as the numeracy and literacy strategies, have been introduced to 
schools with the onus on the schools themselves to make them work. In such a climate, head 
teachers may be unwillmg to go out on a limb and challenge or ignore governmental 
directives. Grace's study in North East England showed that traditionally head teachers have 
not wanted to be explicitly political. Few seemed to contradict government policy or ideology. 
However, there were concerns about the dictatorial style of educational reform, consequences 
of adversarial methods and the inability of ministers and civil servants to understand state 
schooling especially primary.
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The significance of this situation for the spiritual relates to the extent to which head teachers 
are fi*ee to develop the spiritual in their schools and the influences which will affect their focus. 
A head teacher who is pnmanly concerned with the technical, managerial aspects of the role 
may not have the time or inclination to devote energies to the development of the spiritual. 
Concern about standards and effectiveness might lead not only to consideration of the spiritual 
being low on the agenda, but more importantly might produce an atmosphere in schools which 
is mimical to the notion of the spiritual. Where academic results dictate the agenda, the 
individual and spiritual needs of both children and staff might be sidelined.
4.3.2 The significance of the head teacher in school development.
Current thinking suggests that head teachers have been identified as the key to a school’s 
success (Southworth, 1987). It follows that the head wiU also be influential on the school’s 
approach to, and development of, the spiritual. In this section, the way a head teacher 
influences the school is explored together with the implications for the spiritual.
The way in which a head teacher operates is referred to as ‘leadership style’. The call is for 
head teachers to be both leaders and managers. Hall (1996) has described leadership as 
‘philosophy in action with management an integral part’ (p.ll). She found that women head 
teachers believed that, ‘managing without leading was unethical; leading without managing 
was irresponsible’ (p. 13). It is recognised (Ball, 1987) that the way a head leads has an impact 
on relationships with teachers and the ways in which a school develops. According to Bush 
(1998), effective leadership involves, ‘good two-way communication with staff and 
stakeholders, a consultative style and the ability to motivate staff (p.331). The challenge for 
heads is to ‘lead’ with a concern for those who are ‘following’. Head teachers have to achieve 
a balance between being seen by teachers as strong and decisive, yet being open to the views 
and ideas of staff. This can be interpreted differently by different staff (Ball, 1987). Leithwood
(1994) suggests that the role of the head is two-fold: how to influence people (process of 
leadership), and determining the goals (intended product of leadership). He says the challenge 
is how to bring people ‘to strive willingly for goals’ (p.6). Nias (1992) suggests that the head 
uses a variety of direct and indirect ways of encouraging staff to put beliefs into action in their 
classroom.
It has been suggested (Leithwood, 1994; Southworth, 1987), that the head teacher is 
significant in the establishment and maintenance of the culture of a school. Hall (1996) found 
that head teachers see themselves as having responsibility for creating the ‘organisational 
rhythms of their own institutions’ (p.ll). Leithwood (1994), found that heads use six broad 
strategies to influence culture of school:
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• they strengthen school culture;
• they use bureaucratic mechanisms to stimulate and reinforce cultural change;
• they foster staff development;
• they engage in frequent and direct communication about cultural norms, values and 
beliefs, they share power and responsibility;
• they use of symbols to express cultural values, (p. 13 8)
However, head teachers themselves also may be influenced by the culture of a school: ‘Heads 
may not be independent of their cultural settings, but inextricably caught up in them’ 
(Southworth, 1987, p.l43).
The culture of a school incorporates its ‘vision’. Nias (1989) suggests that this is provided by 
the head teacher, while Bush (1998) says that providing a strong vision of the school's future 
is one of the ingredients of successful leadership. This sense of ‘vision’ (where the school is 
going) is closely linked to the notion of ‘mission’ (what the school sees as its purpose). 
Schools develop ‘mission statements’ and again the head is central to this, but as Reynolds
(1995) comments, what is important is how the mission statements get developed and lived 
out in the life of the school. The mission needs to be shared by other teaching staff and the 
head wiU need to monitor how it is evident m every day life. Grace (1995) is sceptical of the 
rhetorical force of mission statements, believing that the ‘mission’ which counts today is 
success in a competitive market situation.
A head teacher’s views about mission, vision and culture are going to be influenced by his or 
her personal values. Nias (1992) has stated that school culture starts with the beliefs and 
values of the head which she/he then seeks to promote in staff. This is not necessarily a bad 
thing, as Bush (1998) says that an ingredient of successful leadership is having clear 
educational values. Leithwood (1994) has described values as 'enduring beliefs about the 
desirability of some means and once internalised, become standards or criteria for guiding 
one's own actions and thought, for influencing the actions and thoughts of others and for 
morally judging oneself and others' (p.99). Southworth suggests that a headteachers’ beliefs 
and aims can be seen; in what they say, in school documentation, in their dealings with 
children, in their discussion with staff and in their treatment of staff. Their beliefs thus pervade 
the school.
However, a head teacher’s values may not necessarily be shared by the rest of the staff and 
this can lead to what Leithwood (1994) calls, ‘values conflict’. Value conflicts may occur 
between two or more people of a group, between the head teacher and other staff, between
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one’s own values and actions and between values held by staff. Furthermore, the values of the 
head may not match the values of the community the school serves. Hall (1996) and 
Hargreaves (1994) draw attention to the feet that head teachers are usually male and white. 
Questions about the values of the rest of the staff (who in primary schools may all be female) 
of female head teachers and of head teachers, staff and families from minority groups are thus 
highlighted.
The significance of this for discussion of the spiritual is that the provision for the spiritual 
within a school is likely to reflect both the head teacher’s concept of the spiritual and the 
importance s/he attaches to it. The value which is placed upon the spiritual, will be evident 
within mission statements, documentation and relationships within a school. These, in turn wiU 
be significantly affected by the values, beliefs and aims of the head teacher.
4.3.3 The spirituality of leadership
It has been noted elsewhere (see Chapters 2 and 3) that attention to the spiritual is not about 
the addition of a subject on the curriculum: it is about a way of functioning within an 
organisation (here, the primary school). In recent years there has been an increasing interest in 
the notion of the spirituality of leadership and this spirituality is being ejqilored in management 
texts both inside and outside the world of education. The suggestion is that managers and 
leaders need to lead ‘spiritually’; ‘genuine leadership implies a spirituality’ (Starratt and Guare,
1995). Within education, it has been recognised that the spiritual has to be something which 
pervades school life and so it appears that not only is the spiritual something which schools 
do to the children but it is a whole way of operating, with the head acting as spiritual leader.
Starratt and Guare (1995) use the term ‘risk belief in connection with spirituality. This 
involves being prepared to be adventurous in highlighting the spiritual within the community. 
It is about being confident with one’s own understanding of the spiritual to be able to share it 
with others. Leaders have not only to believe in the possibilities of the human spirit, but also 
to believe in the possibility of creating and realising a communal belief in the human spirit’ 
(1995, p. 193). Risk belief begins with the recognition of one's own potential and goes on to 
elicit similar awareness in others. 'The spirituality of leaders impels them to believe in the hero 
in everyone' (p. 194). Risk belief believes in the overcoming of narrow self-interest and is seen 
as an antidote to the materialistic demands of western, consumer society.
Duignan and Bhindi (1997a) are also concerned about the pressures of western society and 
caU for authentic leadership’ as an antidote to the cynical and suspicious image people have of 
leaders. Their notion of authentic leadership is based on the notion o f ‘authentic self, and they
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draw upon religious traditions such as Hinduism for their image of this person. For any person 
the authentic self is ‘the refinement of his understanding of himself and of human nature and 
the maturing of his relationships with others’ (p.200). According to Duignan and Bhindi, 
‘authentic leadership links assumptions, beliefs about and actions related to, authentic self, 
relationships, learning, governance and organisation, through significant human values, to 
leadership and management practices that are ethically and morally uplifting’ (p.208).
Bhindi and Duignan (1997b) go on to look at leadership in terms of service and steward-ship 
which, again are concepts religious connotations. They say that authentic leadership is based 
on four things: authenticity, intentionality, spirituality and sensibility. Authenticity is based on 
personal integrity, credibility, trusting relationship and commitment to ethical and moral 
values. Intentionality is the sense of purpose, the building of strong organisational visions. 
Spirituality is a sense of deep and enduring meaning and significance from and appreciation of 
their interconnectedness and interdependency’ (p. 126). Sensibility is the responding sensitively 
to the diverse cultures and groups within society.
Such notions of leadership evoke images of a powerful charismatic leader with heightened 
spiritual insight. How many of these people actually exist, and what kind of training might be 
required to produce such persons, remain to be considered. Applied to the primary school 
context, it is apparent, that not only does the head teacher take on the responsibility of 
promoting children’s spiritual development (through such components as the National 
Curriculum, collective worship and RE), but that s/he serves as a ‘spiritual director’ 
responsible for the spiritual welfare of everyone involved in the school, and in establishing a 
‘spiritually healthy’ community. Would head teachers see this as part of their role? Warner
(1996) has noted that head teachers’ approach to the spiritual is related to their own 
philosophy of life but that heads were not e^glicit about their understanding of the spiritual. 
This author (McCreery, 1991) also found that although heads had some notion of contributing 
to the spiritual, they were vague m their understanding of the term. More recent work with 
church school head teachers (Johnson and McCreery, 1998) showed a more considered 
treatment of the spiritual, in which heads saw themselves as representing the ‘broad 
spirituality’ of the Anglican school.
It is recogmsed that for a head teacher to take on this role is not an easy task. Starratt and 
Guare (1995) recognise that it is a long and arduous process, which takes stamina. Problems 
which a head might face include the fact that colleagues can be embarrassed and find the 
spiritual inappropriate. The climate within society is similarly suspicious: How to speak of 
spirit in a world that is sceptical, perhaps rightly so, of institutional religion, and sceptical as
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well that anything that parades as leadership could possibly be altruistic' (1995, p. 190). 
Starratt and Guare suggest that it is hard to find a vocabulary for the spiritual and call for a 
'new prose of spirit that can speak to a broad contemporary audience' (op. cit. pi 90).
4.3.4 The role of the head teacher in educational change
It has been suggested above that the person of the head has great influence on the success of a 
school. It follows that the way the head views the spiritual will have a direct impact on how it 
is included in school life. If head teachers want to focus on the spiritual, and encourage the 
rest of the school to do so, how do they go about it? The role of the head in the 
implementation of change is explored here to see how they might influence the development of 
a spiritual focus in school.
As stated above, primary schools have faced an enormous amount of change over the past ten 
years and head teachers have been at the forefi*ont of implementation. Head teachers have to 
balance the requirements placed upon them with the needs of adults and children within the 
school. They have to find ways of making change palatable and unthreatening. Traditionally, 
head teachers were very much in control of the direction a school was going in. However in 
more recent times, this power has been undermined by the enormity of externally imposed 
change. Leithwood (1994) has observed that the head is no longer the innovator in curriculum 
development because of the National Curriculum and its associated assessment. The head 
teacher that Southworth (1995) studied, balanced external requirements with internal goals: 
‘Developments and change could take place, but they should not alter the school's and HIS 
guiding principles and beliefs'’(p.ll9). Faced with external change, Southworth's head did 
three things: held back and shielded staff fi-om all the demands; he tried to understand the 
changes thoroughly and the impact they'd have: but he felt that they had to comply on certain 
matters. Similarly, Grace (1995) notes an attitude among heads of 'compliance-mediation' 
rather than ‘criticism-resistance’ when faced with change. Grace feels that, more significantly, 
the power of the head to impose his or her own changes is undermined by changes in the 
fabric of society. Because the cultural inputs fi-om religious tradition and commitment are 
weakening, ‘there is now a sense in contemporary English state schooling that the moral and 
spiritual capital of leadership which has been a cultural resource for school leaders in the past 
is weakening because the sources for its renewal are weakening’ (pp. 154-5). The head 
teachers of state schools in particular face difficulty because they have ‘no access to a formal 
moral charter like church schools do’ (p. 150).
Whether the innovation is ‘internal’ or ‘external’, the head may introduce change in a variety 
of ways. Bottery (1990) says head teachers still use the authority of their status to promote
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change. He maintains that the head is still seen as hierarchical leader. The implications for 
schools are that pupils recognise that one person has final say on matters of value and that 
experts must defer to the non-expert if s/he has the title of ‘head’. The word of the head is 
final, whatever the views of others. Although a great deal has been written about effective 
leadership, Bottery is highly critical of much management literature which he believes 
disregards morality or has an implied value structure which is not made explicit. He takes 
writers to task for making ‘unstated assumptions’ such as:
• that whoever is in charge of an organisation has a right to dictate its aim;
• that these aims can be easily decided upon and implemented;
• that as the organisations aims are more important than the individuals' then its perfectly 
acceptable to treat people as means to the organisations' ends. (Bottery, 1990, p. 127)
Bringing about change effectively may need more than the use of power. Leithwood (1994) 
talks of ‘Transformational’ leadership as the ability to ‘shape and elevate the motives and 
goals of followers.’ Such leadership is ‘culture changing’ (p.51). Heads also use their 
relationships with staff and children to bring about change and make use of a variety of 
‘networks’ such as informal chats and meetings (Southworth, 1995).
Consideration of the spiritual could be seen as an externally imposed demand, in that it is 
required by law and inspected by Ofsted. Heads might deal with it in the ways identified by 
Southworth above. However, it is an area which is more likely to benefit fi-om interest and 
commitment from the head, given its highly personal nature. If the spiritual is to be an explicit 
focus within a school, not only do the heads need to be convinced of its value, but they need 
to be able to communicate the same to their staff. According to Leithwood (1994), the head 
teacher is faced with three challenges: developing a widely shared, defensible vision, assisting 
members of the school in striving for the vision and increasing the capacity of members of the 
school to overcome obstacles more easily. Leithwood (1994) suggests that there are two types 
of problem which a head teacher faces. One type he calls ‘high ground’ problems, in which the 
leader has the relevant knowledge and experience to solve. These are dealt with smoothly and 
efficiently. Others may be ‘swampy’ problems which the leader does not have knowledge, 
skills or disposition to solve. These problems are messy and time consuming. The spiritual 
could be ‘swampy’ problem given its elusive nature and the lack of attention it receives. 
According to Starratt and Guare (1995), head teachers’ spirituality is revealed in the depth of 
their caring about what they do and about the people they are with, but the question remains 
as to how the head is prepared to take on this role of ‘spiritual director?’.
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4.3.5 Head teacher development and the spiritual.
If the head teacher is at least influential in the development of the spiritual in school, and at the 
most, the school s spiritual director, what preparation do head teachers have in their training 
to assist them? Grace (1995) observes that head teachers are trained in finance, management 
and marketing. He suggests that these are not enough if society expects schools to have moral 
and ethical purposes. Grace maintains that the current focus on ‘competencies’ rather than 
theory has diminished the values education of future school leaders while the current dilemmas 
in values have probably never been sharper. The result, he argues, could be ‘the dislocation of 
English state schooling fi-om its originating religious and moral culture and its relocation 
within the instrumental and amoral culture of the market place’ (p. 156).
This view finds agreement with Starratt and Guare (1995) who say that ‘in administrator 
preparation programs we find no mature handling of the spirituality of teaching or the 
spirituality of leadership’ (p. 196). The reason, they say, is because education is treated as an 
applied social science and the language of science does not readily admit the language of 
spirituality.
Some authors have commented on the National Professional Qualification for Headteachers 
(NPQH). This is now compulsory training for would-be head teachers, but how far does it 
include reference to the spiritual? Some recognise the value of the initiative; for example. Bush 
(1998) comments that the NPQH rightly provides the rigour which is necessary to ensure that 
the next generation of head teachers is well equipped to lead our schools in the twenty first 
century’ (p.332). However, some writers are concerned about what they see as the limitations 
of the training. Fidler (1998) is concerned about the lack of academic, theoretical or research 
underpinning of the training and worries that it does not offer alternatives in its picture of 
headship. The focus is distinctly practical and there are ‘lists of skills, theoretical knowledge, 
and a fi-amework of competencies with no attempt to integrate them’ (Fidler, 1998, p.314).
4.4 Summary
Throughout this chapter there has been an attempt to consider the Government’s legal 
requirement that the school be a context for children's spiritual development. The influence of 
teachers and head teachers has been a particular focus. Exploration has been made of how the 
lives, views and attitudes of both these groups may affect the way the spiritual is dealt with in 
the primary school. It can be seen that for both groups and also for individuals, the spiritual 
may be something which is low on the agenda, which may be surrounded by mystery and 
uncertainty and for which teachers and heads are likely to be ill-prepared, at least formally. If 
the spiritual is to be taken seriously within schools, these issues need to be addressed. More
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needs to be done to find out what teachers and heads think about the spiritual, what part they 
feel it plays in their work, and how they go about building it into the work they do with 
children and in partnership with parents.
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CHAPTER 5: The Stiidv
The previous chapters have reviewed the legislation and literature concerning the spiritual 
dimension in education. It is clear from this review that little reference has been made to the 
agents of educational practice namely the teachers and head teacher. In order to understand 
their role in spiritual development in schools, two related pieces of fieldwork were undertaken. 
In this chapter the central questions which were raised by the literature are outlined with a 
description of how they were addressed in this study. The methodology used to explore these 
questions is described and evaluated and set within the general context of educational 
research. The possibilities and limitations of the chosen approach are reviewed.
5.1 Focus for the Research
The previous chapters reviewed the discussion and status of a spiritual dimension within an 
educational context. We saw that the concept of the spiritual has been on the agenda for many 
years and that it has been considered both by government in terms of legislation and school 
inspection, and by educationalists, particularly under the umbrella of religious education. 
There have also been attempts to identify the spiritual in the lives of young children (e.g. Hay 
and Nye 1997) and suggestions as to how this might impact on the work teachers do in school 
to develop their spirituality.
Research studies into and literature surrounding the spiritual to date could be said to focus on 
three main areas:
1. definition of the term ‘spiritual’ within an educational context;
2. research into spiritual awareness/development of children;
3. suggestions of how the spiritual might be addressed in school.
It continues to be recognised that the spiritual is an elusive concept, raising many questions to 
which there may be no definite answers. However, despite extensive literature in the area, 
there are several issues which need further investigation. One issue is how far discussion on
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the spiritual has reached primary schools. Has the discussion surrounding the subject resulted 
in a practical development in schools? Competing demands in primary schools have meant that 
little time may have been allocated to discussion of issues such as the spiritual. Despite long­
standing academic and more recent government interest, it could be that for many schools the 
issue of spiritual development is only just beginning to be addressed. The kinds of debate 
which have been going on may now have reached teachers, but they may be several years 
behind those who have devoted specialist time to the topic; it is likely that the spiritual is not 
high on the primary teacher’s priority list when compared to attainment and target-setting. 
Many church schools, with their explicit religious foundations, may have reflected on their role 
in providing for spiritual development. Some state schools, too, are aware of the issues, due 
mainly to the demands of Ofsted inspections, but they may not have as clear a notion of the 
spiritual, and may not be operating within an identified philosophical fi-amework in the way 
that a church school might be. The HMCI Ofsted Annual Report for 1996-7, for example, 
showed that less than half of primary schools make good provision for spiritual development, 
and commented ‘Overall, however, this remains an area of considerable confusion’ (Ofsted, 
1997).
Despite a wide range of literature surrounding the spiritual in education, one area which does 
not appear to have been addressed in detail is the role of the teacher. In some of the literature 
there are guidelines for teachers when leading activities (see, for example, Beesley, 1990), but 
little has been said about the person of the teacher and how teachers feature in the spiritual 
development process (as highlighted by Minney, 1995; Plunkett, 1990). It was seen in 
previous chapters that the role of the head teacher and the views of teaching staff are likely to 
be crucial in the development of school policy and practice. It is unlikely, therefore, that any 
attempt to promote spiritual development in a school will succeed without the co-operation of 
heads and teachers.
The focus of the current study was identified as an attempt to see how far schools had 
considered the place of the spiritual in children’s education and to explore teachers’ attitudes 
to this controversial area. The main questions were as follows:
1. How far have primary teachers/schools considered their role in promoting the spiritual
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development of their children?
2. What attitudes do primary school teachers have in relation to the spiritual in education?
3. How fer does the person of the teacher/head teacher affect the way spirituality is 
addressed in the school?
However, within each of these questions were some subsidiary questions which provided a 
focus for interview questions and questionnaire statements:
1. How far have primary teachers/schools considered their role in promoting the 
spiritual development of their children?
• Have teachers thought about the spiritual as an aspect of their work?
• How do they believe it appears in their work with children?
• Have teachers had training which relates to the spiritual?
• Do teachers have a definition of the term which they use in their work?
2. What attitudes do primary school teachers have in relation to the spiritual in
education?
• How do teachers feel about having responsibility for children’s spiritual development?
• Do they feel it is a valid educational endeavour?
• What purpose do they think it serves?
• Is it a significant aspect of their work with children?
• What concerns do they have about the spiritual?
3. How far do the personal perspectives of the teacher/head teacher affect the way 
spirituality is addressed in school?
• What influences a teacher’s attitudes towards the spiritual?
• How far do personal experiences contribute to their understanding of the term?
• Does religious background have an impact on attitudes towards the spiritual?
• Does age have an impact on attitudes towards the spiritual?
• Are their differences between teachers in their views on the spiritual which reflect their
personal perspectives?
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5.2 Methodology
Once the central research questions had been identified it was necessary to determine the best 
way of answering them. This section describes the approach that was taken and explains the 
reasons for the selection of particular research methods. The first task was to establish the 
nature of the type of research which was to be undertaken.
5.2.1 Identifying the Research Strategy
In the present study the philosophical position was that of the post-positivist, alternate 
paradigm (see Robson, 1993: Cohen and Manion, 1994). The research questions are such that 
individuals’ views, attitudes and feelings were sought. The aim of the study was to draw a 
picture of how teachers feel about their role in children’s spiritual development, so that 
patterns and common themes might be identified. It was a ‘subjective, rather that objective 
undertaking, as a means of understanding the direct experience of people in specific contexts’ 
(Cohen and Manion, 1994, p.43). It was not the purpose of the study to test hypotheses, 
generate universal generalisations or to produce data which could be tested through 
replication (i.e. positivist). Rather the aim was to examine how teachers tackle an elusive area 
and find meaning in it, as Maykut and Morehouse (1994) have said, ‘the goal ....is to discover 
patterns which emerge after close observation, careful documentation, and thoughtful analysis 
of the research topic’ (p.21).
However, such approaches have been open to criticism, and it is necessary for ‘post-positivist’ 
approaches to demonstrate the same kind of rigour that more traditional approaches adopt. 
This includes:
• being explicit about methodology (Maykut and Morehouse 1994)
• demonstrating that the research is systematic and controlled, empirical and self- 
correcting (Cohen and Manion 1994)
In the sections that follow attention is paid to these considerations to demonstrate that the 
approach taken was both appropriate to the subject and generated reliable and meaningful 
data.
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5.2.2 Research Methods
Having placed the research within a 'post-positivist' framework, the next decision was to 
determine the best methods for illuminating the questions. This involved deciding what kind of 
evidence would be sought and how it would be collected. Brown and Dowling (1998) have 
said that ‘(s)election of one particular method or combination of methods has to be related to 
the problem being addressed and thus to the general theoretical framework within which the 
researcher is working, and to the particularities of the empirical setting’ (p.45).
It was decided that the most effective way to answer the research questions was through a 
combination of qualitative and quantitative approaches. Although these approaches may be 
considered to be opposites, Robson (1993) has noted that recently there has been some fusion 
of the two, so that many studies include both qualitative and quantitative approaches. 
Silverman (1993) supports this and argues that the two approaches to investigation should not 
be seen as polarities. He suggests that they share many similarities and that qualitative research 
should be subject to the same rigour as a more positivist approach.
What emerged in this case was the development of a two-stage investigation. Stage 1 was a 
qualitative' approach based upon interviews with teachers. Stage 2 was more quantitative and 
centred around postal questionnaires. The value of approaching the research questions in these 
ways is outlined in detail below. However, the main reasons for choosing a two-stage 
approach were that each offered a different perspective on teachers’ views. The first stage 
(qualitative) offered an opportumty to gain rich' data from a small number of teachers, giving 
an insight into their views and attitudes. The second stage (quantitative) offered the 
opportunity to explore how far the views of the interviewees were shared by a wider teacher 
population. The investigation could be described as ‘exploratory’ and ‘descriptive’ (Robson,
1993), that is, the aim involved both asking questions to find out what was happening and also 
drawing an accurate picture of people, events and situations.
It was recognised that both approaches had strengths and weaknesses and these are addressed 
in the relevant sections below. However, according to Phillips and Pugh (1993), what is 
crucial for the objectivity of any enquiry -  whether it is quantitative or qualitative -  is the
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critical spirit of enquiry in which is has been carried out.
5.3 Stage 1: Interviews
It was decided that the first stage of the investigation should be a qualitative approach using 
interviews. The strength of this approach was that it offered an insight into the ‘lived lives’ of 
people. It was expected that it would offer ‘thick descriptions’ that were ‘vivid, nested in a 
real context and have a ring of truth that has a strong impact on the reader’ (Miles and 
Huberman, 1994 p. 10). Whereas a quantitative approach, offered in Hakim’s (1987) words a 
‘bird’s eye view’, then this offered a ‘worm’s eye view’, which:
....illuminates the motivations which connect attitudes and behaviour, the 
discontinuities or even contradictions between attitudes and behaviour, or how 
conflicting attitudes and motivations are resolved in particular choices made.’ 
(Hakim, 1987, p.26)
The purpose was to explore through conversation teachers’ thoughts associated with the 
spiritual. It was hoped that this process would highlight some of the thoughts and concerns 
teachers had about the area and generate some key themes and issues which could be used to 
understand teachers' attitudes. From the range of data gathering techniques associated with a 
qualitative approach (e.g. observations, action research, ethnographic approaches), it was felt 
that interviews offered the best way of obtaining the information. The decision was made to 
put the qualitative stage first in order to generate themes which would also provide the 
categories for the questionnaire. Questions and issues were generated for the interview 
schedule fi-om the literature surrounding the spiritual as discussed in previous chapters.
5.3.1 The interview as a data collection method
For qualitative research the use of depth or in-depth interviewing provides a valuable means of 
eliciting detailed accounts of people’s lives, thoughts and feelings. ‘Interviews enable the 
researcher to explore complex issues in detail, they facilitate the personal engagement of the 
researcher in the collection of the data, they allow the researcher to provide clarification, to 
probe and to prompt’ (Maykut and Morehouse, 1994, p.72). Maykut and Morehouse (1994)
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refer to the phrase ‘interpretive-descriptive research’ coined by Belenky (1992) as a way to 
describe data which relies on people’s words and meanings. Feminist approaches to research 
have also influenced work on interviewing. The notion of ‘engagement’ is valued, and 
interviews are recognised as a two way process. ‘To expect some-one to reveal important and 
personal information without entering into dialogue is untenable’ (May, 1993, p. 103) This 
draws the interviewer’s attention to the fact that the relationship the interviewer establishes 
with the respondent is significant.
May (1993) identifies four main types of interview: structured, semi-structured, unstructured 
and group interviews. He does indicate however that some interviews might include a mixture 
of two or more types. In structured interviews a fixed list of questions is addressed to a fairly 
large sample in order to allow for comparability. Generalisations may be made, but they 
depend on good pilot work and trained interviewers. Semi-structured interviews stül have a 
list of questions but the interviewer has the fi-eedom to ask further questions in order to add 
depth to the data. This technique requires some skill and is referred to as ‘probing’. Patton 
(1990) identifies 3 types -  detail-oriented probes, elaboration probes and clarification probes. 
Detaü-oriented probes simply ask for more detail about a particular event or situation. 
Elaboration probes may be questions that encourage the respondent to keep talking or they 
may just be nods of the head or even silence. Clarification probes indicate to the respondent 
that the interviewer is not quite sure of what is being said. Semi-structured interviews allow 
for some comparability, but respondents are able to answer in their own terms. The context of 
the interview is important. In unstructured interviews, respondents have the freedom to set the 
agenda and talk about what is important to them Examples would include ‘oral history’ type 
interviews. Group interviews allow for discussion between two or more respondents and are 
usefiil in observing group dynamics.
For the purposes of this study it was decided that semi-structured interviews offered the best 
way of obtaining relevant information. The spiritual is a highly personal area and it was felt 
that there needed to be some flexibility in relation to the type of question which was asked. 
There needed to be the opportunity to probe respondents’ answers or re-phrase questions 
where necessary. At the same time there needed to be some structure so that the key concerns 
of the research questions could be addressed.
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5.3.2 Issues in interviewing
The main concerns about interviewing as a data collection tool relate to how ‘truthful’ or 
accurate they are and how far they are subject to influence by the interviewer. Many books 
give extensive guidance regarding effective interviewing (e.g. Powney and Watts, 1987; 
Robson, 1993, Cohen and Manion, 1994; Kvale, 1996) and these serve to draw attention to 
some of the issues which the researcher needs to address if the data is to be valid and reliable.
Silverman (1993) points out that there are two ways of seeing interviews, one which reflects a 
positivist stand-point and one which is more ‘interactionist’. From a positivist standpoint an 
interview needs to be standardised so that responses may be counted, categorised and the 
‘facts’ obtained. For an interactionist, the interview is an ‘observational encounter’ (1993, 
p.94) which tells how a person feels and thinks at that particular time. Issues remain as to 
whether the respondents tell the truth or whether they say what the interviewer wants to hear 
or what they feel is correct. The implications of this for the data need to be considered. 
Silverman argues that we should see interview data not as simply ‘true or false reports on 
reality but as displays of perpectives and moral forms’ (p. 107). He adds that much depends 
on the purpose to which such information is put and what conclusions are seen to be drawn 
from it. In this study, it was recognised that the information drawn from the interviews would 
only represent what the teachers felt at that particular time. No observational work was done 
to test the truth of what the teachers said. The key issue was how teachers saw and felt about 
their role, rather than what they actually did in the classroom.
The relationship between the interviewer and respondent has been identified as significant. Ball 
(in Hammersley, 1993) suggests that effective interviewing is achieved within a framework of 
social relations and he demands reflexivity’ of researchers whereby they remain conscious of 
self and the effect it may have on the data. May (1993) also focuses on the relationship 
between the interviewer and respondent and asks a series of questions such as the extent to 
which they matched in terms of gender, age, race, accent, status. May also asks that the 
interviewer considers the position of the respondent: do they understand the language, the 
frames of reference, and what about their emotional involvement? He adds that respondents 
must feel that the information is valuable, that their interest must be held and must know what
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is expected of them. The interviewer too must be clear of their ovm role in what is essentially a 
social encounter. Ball, in Walford (1991), recognises the need for trust to be established in 
interviewing, especially when sensitive issues may be raised. Maruyama (1992) points out the 
particular challenges the researcher faces when teachers are the focus of study. He identifies 
sk  types of teacher ranging from the ‘too helpful’ to the ‘crusty veteran’ and asks the 
researcher to remember that teachers are busy people with a lot of responsibility and that they 
are not trained to participate in research.
In order to establish a relationship with the teacher beforehand, the interviewer visited each of 
the schools used in the study to introduce herself and make clear the purposes of the 
interviews. The interviewer was known to some of the teachers and in some cases had worked 
alongside them. It was hoped that through these elements, teachers would be made to feel 
comfortable about the interviews. It was also recognised that even by talking about the 
spiritual, the interviewer was involved in her own continuing spiritual development and that of 
the interviewees. For some teachers this might be the first time they had given space to 
discussion of this kind and the articulation of their thoughts might contribute to their spiritual 
development. In this sense the interviewer could be said to be altering the data through the 
very process of collecting it. However, if the interviews are seen as 'social encounter', this 
could be said to be unavoidable. One of the mam issues here was how consistent the teachers 
were through the course of the interview and whether it was possible to trace any movement 
in their thoughts.
Other, more practical concerns relating to interviews include the fact that they are time 
consuming and can thus affect sample size. They are also difificult to analyse. There are 
difficulties in recording the data; note taking can interrupt the flow and the relationship 
between the two parties, while tape recorders can be intrusive. Due to limitations of time and 
resources, the number of interviews in this study was limited to 25 teachers across five schools 
(see section 5.4.4). A tape recorder was used vdth the permission of each teacher, but notes 
were also made simultaneously by hand. It was felt that breaking eye contact occasionally 
with the interviewees, while taking notes, gave them ‘space’ to think through what they 
wanted to say.
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5.3.3 Devising the interview questions
For structured and semi-structured interviews, the quality of the questioning may affect the 
quality of the data. Nias (in Hammersley, 1993, p. 134) offers three principles for devising 
questions. 1. They should sound as natural as possible as if m normal conversation; 2. They 
should seek concrete rather that abstract responses -  and seek examples when abstraction is 
used; 3. Sensitive areas should be approached Avith indirect rather than direct questions, e.g. 
‘What do you think teachers worry about?’ rather than ‘What do you worry about?’ The 
notion of the interview as a conversation is supported elsewhere (e.g. Maykut and Morehouse, 
1994; and Kvale, 1996). Questions should be simple, clear, and they should have been refined 
gradually through a process which starts with brainstorming to find the best questions to elicit 
the information required. Semi-structured interviews tend to have a schedule with a list of 
main and sub-questions; however the interviewer may deviate from these in response to the 
particular respondent. Accordingly, the interview schedules for this study were developed 
from some of the key issues that arose from literature on the spiritual. These outlined the key 
questions which were asked. However, the order of the questions and the way in which they 
were phrased varied within each interview in response to how each conversation developed. 
Probing questions were incorporated where appropriate.
To ensure the validity of the interview process, before it was used for the main study, a pilot 
was done with the schedule to further refine it. The pilot was undertaken with a sample similar 
to the target sample, for the purposes of obtaining feedback relating to their interpretation of 
the questions (c.f. Brown and Dowling, 1988). In this study the interview schedule was piloted 
with three teachers known to the researcher and who were not involved in the main study.
The final interview schedules can be found in Appendix A and Appendix B. Each interview 
began with general questions relating to background information about the teacher, e.g. 
number of years teaching, age group taught and so on. This served two purposes: it aimed to 
put teachers at ease by asking questions which were easily answered, and it established 
characteristics of the teachers which could be used in the analysis of the data. The interview 
schedule then progressed through distinct stages which included questions about:
1. education and training related to the spiritual;
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2. how teachers felt it appeared in their work;
3. definition/nature of the spiritual;
4. how the spiritual is evident about school;
5. children's spiritual development;
6. resourcing spiritual development;
7. concerns teachers might have about the place of the spiritual 
in school and their role within it;
8. how teachers saw the future for the subject.
It was felt that this order of questions moved from 'easier' to 'harder' questions, although in 
practice there was some movement and the interviewer responded to any issues raised by the 
interviewees. Some interviews deviated substantially from the schedule due to the prevailing 
interests of the interviewees. When this happened, questions from the schedule were 
incorporated when appropriate m the evolving interaction. The rationale for each set of 
questions was as follows:
1. Training related to the spiritual
Questions relating to preparation for dealing with the spiritual were based on the assumption 
that: a) the spiritual does not appear explicitly within ITE programmes- and b) that it is not of 
sufficient status to have appeared within CPD provision. The questions aimed to discover 
whether interviewees had had opportunity to discuss or think about the spiritual either in their 
initial, pre-service preparation or in their subsequent work in schools. Also of interest was 
whether teachers recognised a spiritual dimension being implicitly located within 
ITE/discussion in which they had taken part.
2. How teachers felt the spiritual appeared in their work
These were sensitive questions, particularly if teachers had not given much attention to the 
spiritual. The questions were asking teachers to reflect back on work to see if they could 
identify the spiritual within it. The assumption underlying these questions was that teachers 
might not deliberately plan the spiritual into their work, but could recognise possible 
opportunities. It has been suggested within the literature that the spiritual is not about the 
content of what teachers do, but more the approach they take to the curriculum. These 
questions referred to particular curriculum areas or activities. Did teachers see the spiritual as
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being a part of all subjects or just some?
3. Definition/nature of the spiritual
A number of assumptions and queries underlie this research focus. Recent discussion about 
values appears to aim at achieving some kind of consensus which is applicable within our 
society. Whether this is possible or indeed desirable is open to debate. A corollary of this is the 
assumption that teachers, too, share these values and are happy to promote them. Such an 
assumption may not recognise the religious, cultural, social and economic differences between 
teachers, which may affect their beliefs and values. Furthermore, such an assumption may not 
recognise the fact the teachers, like other human beings are on their own (spiritual?) journey 
through life and that at any one time may have a distinct set of priorities which relate to that 
particular stage of life and their immediate goals and aspirations. Finally, it cannot be assumed 
that teachers, either as individuals or as professionals, have considered their own spirituality or 
examined their own sets of values in any depth.
It is suggested here that in the absence of any education in or preparation for dealing with 
children's spiritual development, teachers may have to turn to other sources of guidance and 
authority. The options might include: reading around the subject themselves; asking other 
teachers; referring to their own experiences in or out of school; and drawing on their own 
religious or cultural background. The questions here attempted to explore what resources 
teachers use and how these influence their approach to the spiritual in school.
4. How the spiritual is evident about school
Ofeted (1993) and SCAA (1996a) guidelines have suggested that the spiritual should be 
evident within all aspects of school life, including Collective Worship and the school ethos. 
These questions aimed to identify how far teachers related the spiritual to the wider function 
of the school. Of particular interest was whether they associate opportunities for the spiritual 
with their own development and within the relationships between everyone working within the 
school.
5. Children’s spiritual development
In recent years teachers have become more accustomed to the notion of assessing children’s
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development formally. At the same time, it has been recognised within the literature that it 
might not be possible, nor desirable to try to evaluate children’s spiritual development. These 
questions were aimed at discovering the teachers’ views about this tension. How far did they 
feel children’s spiritual development was either recognisable or measurable?
6. Resourcing spiritual development
These questions aimed to identify what resources teachers had used to explore spiritual 
matters. One issue was how far teachers had made use of government guidelines to help 
explain the place of the spiritual in schooling. It was assumed that schools would not 
necessarily have a ‘bank’ of resources labelled ‘spiritual development’; rather the concern was 
to identify the range of resources teachers were using on a regular basis to support them in 
this area.
7. Concerns teachers might have
This was another area that had to be handled sensitively. Using the distancing techniques 
recommended by Nias (in Hammersley, 1993), the questions were directed at general concerns 
that teachers might have. Underlying these questions were a number of assumptions: that 
concerns might be related to dejSnition of the spiritual; whether it is a legitimate concern for 
teachers; and how it can be incorporated into an already overflowing curriculum.
8. How teachers saw the future for the subject
These questions aimed to bring together much of what had been discussed throughout the 
interview. They were a further opportunity for teachers to air their hopes for and misgivings 
about the subject, but also a valuable tool for seeing what kind of in-put teachers might want. 
It was anticipated that there would be a range of views here fi*om those who might see the 
spiritual as an unnecessary addition to their work, to those who wanted it to be explored more 
fully.
5.3.4 Defining the sample
Sampling is the method by which the respondents to be studied are identified and selected. 
Traditionally, random sampling has been the approach of quantitative enquiry. This can be
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referred to as non-purposive in that it is likely to include any one from the total population, 
rather than any select group. For qualitative approaches, purposive sampling is more common. 
There is a huge range of ways of identifying purposive samples, including quota, convenience, 
snowball, opportunity and theoretical sampling (Brown and Dowling, 1998). Miles and 
Huberman (1994) list 16 different sampling techniques, aU of which offer different 
opportumties depending on the type of enquiry which is taking place. The only type which 
appears to be universally condemned is ‘convenience sampling’ which Robson (1993) 
describes as ‘a cheap and dirty way of doing a sample survey. It does not produce 
representative findings’ (p.78).
For the purposes of this study a fairly small group of teachers was needed to combine depth of 
discussion with a range of perspectives on the topic of spirituality. It involved the strategy of 
‘purposive’ sampling. It could be described as a mixture of what Miles and Huberman (1994 
pp.50-89) call ‘typical case’ and ‘intensity’ samples (see also Schofield 1993 regarding 
‘typicality’ in multi-site studies). The idea was to identify teachers from a number of schools 
which could be said to be not un-typical of primary schools. One of the research questions 
was to do with how teachers in different schools see their role in terms of the spiritual and 
what differences there were between similar schools. To this end schools were sought which 
could be said to be similar in terms of:
- their type, age phase and size;
- their geographical area and pupil in-take;
- their access to support networks and influences (e.g. Local Education Authority and Higher
Education Institutions);
- their status i.e. they would aU be schools without a specific religious affiliation (e.g.
voluntary aided or controlled schools).
In one sense there were two levels of sampling, one in which there was a certain amount of 
control and one in which there was not. It was possible for the researcher to control which 
schools took part, by approaching suitable ones, identified through contacts available (e.g. the 
researcher had visited student-teachers in the school, or knew the school by word of mouth 
from colleagues). However, it was not possible to control the sample of teachers who took
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part in the research. All the head teachers approached made it clear that this would be a 
voluntary exercise and teachers had to come forward to take part. In this sense the sample of 
teachers was ‘opportunistic’.
In any piece of research the size of the sample is dependent on a number of factors. There are 
the practical constraints of time, access and funding. For an enquiry which is based upon time 
consuming data collection techmques such as interviewing and observation, the likelihood is 
that the sample will be smaller to allow more in depth study of each event or situation. Maykut 
and Morehouse (1994) suggest that ‘when we reach a point of diminishing returns from our 
data collection efforts, we can be reasonably assured that we have conducted a thorough 
study’ (p.63).
In the event, five schools from one local education authority took part. This meant that all 
schools would have received similar guidance and support in relation to the spiritual from the 
local authority. They represented a range of social and cultural environments across the 
authority and they were all first schools with nurseries, taking children from the age of 4 to 
eight. No voluntary schools were included in the study. Such schools usually have a religious 
foundation and this would be likely to influence their provision for the spiritual. The present 
study was concerned to discover how schools without a religious framework dealt with the 
subject. They have to develop their own understanding of the concept within a framework not 
linked to any particular religious tradition.
The choice of schools was limited to those which could be easily and regularly visited, given 
time and other commitment constraints. It was also felt that they would need to be at least 
receptive to the subject of the spiritual, and be willing to enter into the discussion. For this 
reason schools were approached with which links through work at the university were already 
in place.
Five schools were included in the study in order that a comparison might be made between a 
number of schools within one area. Given a similar location, the same local authority, the same 
government guidelines and requirements, it was possible to explore whether the schools had 
arrived at different points in their provision for the spiritual, what the similarities and
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differences were between them and how these related to the staff themselves, their pupil 
population or other factors.
The teachers who wished to be involved in the study gave their names to either the head 
teacher, or to a staff member who would act as a link. The research relied a great deal on 
these teachers’ good will, as interviews took place mainly during their own time (although in 
two schools, time was allocated for the interviews by the head). Because all the heads insisted 
that taking part should be voluntary, it was not possible to interview all the teachers within a 
school. This has implications for the results of the study and these will be discussed elsewhere. 
It is impossible to know why teachers either did or did not wish to be involved. In particular, if 
they did not wish to be, was it because of lack of interest, time constraints or hostility? An 
attempt to pursue this was made by foUovdng up these latter with a questionnaire. In all, 25 
teachers from five schools took part in the interviews.
5.3.5 Procedure
5.3.5.1 Approaching the Schools
Initial contact with the schools was by letter to the head teacher. The study was briefly 
described and the head was invited to respond with any queries. A follow up phone call was 
made about a week after the letter. This was to set up a time to visit the head to talk further 
about the study. During the visit, the study was explained further and the nature of the data 
collection was discussed. A time was set up to talk to the staff, usually at a staff meeting after 
school, to ask for their participation.
These initial meetings were essential for establishing ground rules and alleviating any fears that 
teachers may have had about the study. It was important to make clear that no judgements 
would be made about their work. At this time teachers were particularly sensitive due to the 
Ofsted inspections which were in progress. Teachers also needed to be reassured that if they 
felt uncomfortable with the area, they would not be pressured into participating.
At this stage, if it had become clear that there was a great deal of hostility to the project from 
a significant number of staff, then the school would be abandoned. Initially it was also thought 
that the work might be of value to schools in their own development, and that this could be
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offered as an incentive to teachers for being involved. However, the data arising from 
interviews were to be confidential and therefore not shared with the school.
The interviews took place over six months, mainly during lunch breaks and immediately after 
school. Two head teachers arranged for staff to have non-contact time for their interviews. 
Interviews usually took place in class teachers' rooms, and with head teachers in their offices.
5.3.5.2 Interviewing head teachers
The head is seen as the one who establishes the culture of a school and often takes the lead in 
development (see Chapter 4). Therefore, interviews with head teachers tended to take place 
first. These interviews focussed on the head’s role in promoting the spiritual within the school. 
Key issues included: how far they had considered the area as an aspect of school life, and 
where they felt it was incorporated into the school's work. A study into collective worship 
(McCreery, 1991), had found that head teachers were aware of their responsibility in this area 
and often saw the spiritual as something that they addressed in Collective Worship and 
through the ethos of the school. This project offered the opportunity to explore this further.
Of particular interest was how far the heads saw themselves as leaders in terms of the spiritual 
dimension and how far they were aware of the attitudes of the rest of their staff. It was also recognised 
that heads might be sensitive to questions if they had not given time to a consideration of the spiritual.
5.3.5.3 Interviewing teachers
Sensitivity to the perspective of the teacher was crucial for the success of the interviews. 
While the head might welcome a researcher into the school, some teachers might be less than 
enthusiastic. Some teachers in the schools were known to the interviewer prior to the study 
(through school supervision of students and as ex-colleagues), but most of the teachers were 
strangers and trust needed to be established very quickly. The time needed to interview 
teachers was at least half an hour and it was recognised that this time might not be easy to 
obtain. Primary teachers are notoriously busy, and rarely have non-contact time during school 
hours. It was important that teachers did not feel they were being robbed of valuable time and 
so the half-hour had to be used as well as possible. Kvale (1996) has drawn attention to the 
importance of making interviewees feel valued.
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Teachers were given an outline of the interview agenda beforehand, so that they knew the sort 
of thing they would be asked. This served two purposes. Firstly it would reassure teachers in 
that they would see that they were not to be asked unduly sensitive questions and secondly, it 
would allow them time to think over some of the issues in preparation for the interviews. For 
many this was the first time they had thought about the subject of spirituahty. The aim was for 
interviews to be as relaxed and informal as possible, sticking fairly closely to the agenda, 
departing fi*om it only where a teacher wished it.
The aim of these interviews was to gain a picture of how teachers saw their role in the 
development of the spiritual. What could be learned about their attitudes and concerns? How 
far did they feel that the work they did with children included spiritual aspects? How far did 
they feel prepared to tackle the spiritual - had it been a feature of their initial or subsequent 
training? The interview agenda had to be very flexible to respond to what the teachers offered. 
If they began, for example, by saying that they did not believe they should have any role in 
childrens spiritual development, then there was no point in asking them the importance of 
including it in the school curriculum.
5.3.5.4 Other information
In each school there were some members of staff who chose not to be interviewed. To enable 
them to contribute, if they wanted to, short questionnaires were designed which followed the 
same line of questioning as the interview schedule. Questions were open-ended with 
respondents able to contribute as little or as much as they felt able. (See Appendix C for a 
copy of this questionnaire). Five teachers took this opportunity to respond to the questions. 
Their views are included in the analysis of the interview material, such that in all, the 
perspectives of thirty teachers were considered.
On occasions written information was supplied by the head teacher, in the form of mission 
statements, school prospectus and policy documents. Such information was kept with the head 
teacher s interview data in order to place their views and comments in the school context. 
Head teachers were reassured that such information would be used to contextualise other 
data, and not to inspect the school as to whether it was following the policies or not.
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5.4 Analysing Qualitative Data
According to Miles and Huberman (1994) a major weakness of qualitative research has been a 
lack of analytic methods. They argue that there is a need for researchers to keep sharing and 
refining their methods: ‘We need methods that are credible, dependable and replicable in 
qualitative terms (p.2). They go on to point out that, whilst there are a variety of methods 
currently used, there are some common features which relate to three stages of analysis: data 
reduction (the selection of key information into coded units); data display (the presentation of 
the data); and conclusion drawing/verification. Miles and Huberman (1994) offer the use of 
matrices and networks as ways of formalising the analysis of qualitative data, which they feel 
is the only way that researchers can make their methods open and transparent and therefore 
subject to scrutiny. Only in this way can qualitative research be taken seriously.
Cohen and Manion (1994) recognise that because qualitative data are primarily about words, 
they are not as easy to work with as numbers. It could be said that analysis of such material 
begins even as it is being collected, because the researcher has to make decisions even while 
the material is being generated. For example, in the interview situation, probing questions 
might be asked arising fi*om the interviewer’s interpretation of what the respondent is saying. 
Robson (1993) suggests that this on-gomg analysis is usefiil in qualitative studies, as the 
‘process and products of analysis provide the basis for interpretation’ (p.306). Within the 
present study, analysis of the interviews was an on-going feature. During interviews, striking 
features were noted, especially where they linked to other interviews. After each interview, the 
tape was transcribed and significant elements were recorded in writing for use in establishing 
patterns.
The analysis of the interview material followed the common features of such studies identified 
by Miles and Huberman (1994) They identify six stages in the analysis of qualitative data 
which include:
1 .affixing codes to interview notes;
2. noting reflections and points in the margin;
3. sorting and shifting material to identify patterns, themes and relationships;
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4. isolating patterns and themes;
5. gradually elaborating a small set of generalisations;
6. confronting generalisations with a formalised body of knowledge in the form of constructs 
or theories.
In the present study each interview was subjected to the same process of analysis.
1. All interviews were taped, while at the same time handwritten notes were made. These 
provided a backup should anything be unclear from the tape. They also allowed some space 
for interviewees to think or break eye contact if they were pondering over a question.
2. After each interview the tape was transcribed. Pauses were noted and repetition or 
hesitations. This was to note if certain questions caused difficulty. A large margin was kept 
down the right hand side to allow space for comments arising from analysis. Silverman (1993) 
recognises the transcript as part of the analysis. He suggests that it is an opportunity to repeat 
the data so that the researcher hears more than may be remembered from the interview.
3. Each transcript was then scrutinised in two ways. Firstly a summary of the interview was 
made, highlighting the key features and concerns of the interviewee. This was in order to give 
a general picture of that interviewee’s thoughts about the spiritual. Secondly, highlighter pens 
were used to pick out words, terms and key features which were considered to be of 
significance. Notes and references were made in the margin for later use. Such a process is 
recognised by Brown and Dowling (1998) as ‘inductive’ in that it generates categories, 
organises and generates networks.
4. When all the transcripts had been scrutinised in this way, a list was made of the main 
features arising and these were categorised under headings which related to the interview 
schedule questions. Responses were coded within these headings and where appropriate, tally 
lists were kept of common terms. At the same time a collection of what Miles and Huberman 
(1994) call vignettes’ was made. These were typical examples of comments made by 
interviewees to illustrate common or distinctive views.
5. Finally the patterns and relationships which arose were compared back to the literature 
explored in the earlier chapters of the thesis to explore any links between what has been 
written about spirituality and the views of the interviewees.
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5.5 Validity and Generalisability
As we have seen (See section 5.2.2 above), a chief concern of large scale quantitative research 
is how accurate it is and how far results and conclusions can be applied to other settings. 
However, within the qualitative tradition it has been common for researchers to give such 
generalisability a low priority or even abandon it as a goal completely (Schofield in 
Hammersley, 1993). Ball (in Hammersley, 1993) suggests that the only way to show rigour in 
such work is to be transparent about methods and choices. This is because ‘the presence, the 
effect and the bias and selections of the researcher cannot be removed from qualitative 
research’ (p.43). However, the fear of bias should not prevent us from using interview 
material as valid data. Silverman (1993) suggests that it should be treated as ‘displays of 
perspectives of moral forms’ (p. 107). This recognises that the interview can only give us the 
thoughts, feelings of the person at that time.
For the present study a range of strategies were used to ensure validity:
1. Some (five) scripts were returned to interviewees for checking. When this happened, a 
‘clean’ copy of the transcript was sent with repetitions and broken sentences removed. This 
was to prevent the interviewee from feeling that they had come across as incoherent or lacking 
in some way. The scripts were sent for checking to see if they represented a fair reflection of 
the interview. No alterations were requested by the interviewees.
2. No scripts were sent for checking until all the teachers in a school had been interviewed. 
This was to prevent teachers passing on details of their transcripts which could influence those 
yet to be interviewed.
3. To check the validity of the summaries, a colleague was enlisted to read some (four) 
transcripts to see how they interpreted the interview. They were asked to pick out the key 
features and write a brief summary. Discussion took place where features were picked out that 
differed from the original summary. This exercise demonstrated that the summaries were fair 
representations of the data contained in the original transcript and could be said to be a valid 
method of data analysis.
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As far as generalisability is concerned, it was recognised that the views of thiryy teachers 
could not be said to represent the teaching population at large. One of the reasons for Stage 2 
of the study was to address this issue (see Chapter 7). However, it could be said that the 
teachers in this part of the study were not un-typical of those working in other schools, and 
that what they have to say might be similar to others’ views.
5.6 Ethics and Interviews
Ball (1991) raises issues about the conduct of interviewing. He asks that the interviewer 
consider how far to pursue personal questioning and to consider, how much they need to 
know. Ball suggests that experience in interviewing helps but that although respondents may 
be sophisticated adults, they can still find themselves revealing more than they intended. 
Interviewers must, therefore, follow ethical guidelines in such situations. Robson (1993, p.31) 
offers a series of questions which might be asked of the research to check whether it is ethical. 
Of these the ones pertaining to this study were mainly to do with the teachers’ involvement. 
Involvement in the study was purely voluntary and the teachers were appraised of the purpose 
of the study and their role vrithin it. They were reassured about confidentiality. The guidelines 
provided by Roehampton Institute London at the time were also followed for the purposes of 
this study (see Appendix D).
All the schools in the study are referred to by pseudonym, as are individual teachers. Interview 
material was treated as strictly confidential, and if personal details of individuals were 
revealed, they are not referred to in the findings, unless they are used in a generalised way.
Schools were offered the opportunity to receive feedback on general findings of the research if 
they felt this would be helpful to their development of the spiritual, but it was made clear that 
any such information would not relate to individuals. Of the five head teachers only one 
sought feedback about teachers’ conversations and this was given in very general terms. If 
conversations with teachers had revealed any serious issues of which the school needed to be 
aware, independent expert guidance would have been sought as to what to do with this 
information. In the event this problem did not arise.
From the beginning it was clear that the nature of the study might involve teachers in a
126
reflection on significant aspects of their own lives. The researcher is by no means a counsellor 
or psychoanalyst, having had no training in either of these fields. A certain amount of reliance 
on professional experience, and human sensibilities in dealing with any issues that arose was 
inevitable. No serious issues of this nature arose during the interviews. However, two 
interviewees showed some reluctance to answer certain questions. This reluctance was evident 
during the interviews and appeared on the tapes in the form of a lowering of the voice until it 
was barely audible. On these occasions the line of questioning was abandoned and a more 
‘neutral’ question asked.
5.7 Limitations of Stage 1 of the study
It was not anticipated that the methods used in the study would give a comprehensive view of 
the spiritual life of the five schools. To do this would require living as part of the school for 
some considerable time, and even then it would be as an outsider rather than as a member of 
the regular school community (this would have been a more ethnographic study). Realistically, 
the main thing to be gained was an insight into some of the views which teachers were willing 
to share at that moment in time.
A further limitation was the voluntary nature of the study. Only those teachers prepared to talk 
about the spiritual (in their own time) took part. This means it was impossible to judge the 
views of all the staff within the schools. It is therefore unknown as to whether those who did 
not take part shared the views of those who did. The result might be that the data are skewed 
towards certain views of the spiritual, given that those who took part were happy to talk about 
it.
Due to time limitations it was not possible to return to the schools for a second round of 
interviews. This meant that some avenues which were opened by the interviews could not be 
followed up. However, there was the opportunity to do so through the questionnaires in Stage 
2 of the study.
5.8 Stage 2: Questionnaires
Stage 2 of the study involved taking the data generated from Stage 1 and developing it in a
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way which allowed for a larger sample to be targeted. The purpose of this was to explore 
whether the themes, thoughts and issues highlighted by the interviewed teachers were 
representative of a larger population of teachers. It could have been that the views expressed 
in interviews were peculiar to those particular teachers in those schools. The decision was 
made to develop some of the findings fi*om the interviews into questionnaires which could be 
sent out by post.
5.8.1 Questionnaires as a Data Collection Method
Questionnaires are typically used as a method for surveys and offer opportunities to reach a 
large sample quickly and relatively cheaply. They can also include closed questions which are 
easy to code and analyse, (Robson, 1993) and as such, lend themselves to quantitative 
approaches. The value, compared to more qualitative methods, is that it can limit researcher 
bias by confining data to measurable statistics. It is important that the questions on 
questionnaires are simple, clear and unambiguous and their success is down to careful 
wording. For this study the questionnaires were trialled twice to establish which questions 
needed to be re-worded, or which were open to a range of interpretation.
An issue with the use of questionnaires concerns their validity. Given that the response rate 
can vary widely, there is the problem of what Cohen and Manion (1994) refer to as ‘volunteer 
bias’ (corned by Belson, 1986). That is, it is not clear how those who do not reply to a postal 
questionnaire would have responded. Cohen and Manion suggest that follow-up 
questionnaires are sent to non-respondents. This was not possible within this study and the 
issue of the attitudes of non-respondents remains. Robson (1993) warns that the data from 
questionnaires can be relatively superficial and there is no guarantee that the respondents have 
answered honestly or seriously.
The questionnaire was devised using the guidelines offered by Cohen and Manion (1994) and 
Robson (1993) as typifying a ‘summative rating’ or ‘Likert Scale’ (named after R. Likert 
1932). In a summary (p.257) Robson outlines the key features of this type of attitudinal 
measurement. The items contained both positive and negative statements about the spiritual, 
to which respondents were asked to indicate a range of responses from ‘strongly agree’ to 
‘strongly disagree’. Positive and negative items were mixed together to discourage
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respondents from merely going down one category of response e.g. answering ‘5’ to all 
questions. The inclusion of open questions also encouraged respondents to think about their 
responses.
The statements were drawn from the literature surrounding the spiritual and from the 
interview data. However, the design did not follow the Likert design exclusively. Some of the 
questions were judged to be more complex than others and so a rating system which gave 
respondents an overall score was not deemed to be appropriate.
The items used in the questionnaire were grouped under six main headings labelled sections A 
to F. Cohen and Mamon (1994) suggest that this can be useful in grouping issues and can 
make the questionnaire more accessible to the respondent. The sections were organised in 
order to secure and maintain the interest of respondents (as suggested by Cohen and Manion 
pp.92-93) by making the earlier questions simple and the later questions more demanding. The 
foci for the groups of questions were as follows:
A - the personal details of the respondent;
B - definitions of the spiritual;
C - personal perspectives related to the spiritual;
D - how the spiritual appears in the teacher’s work and in the wider school context;
E - the aims/purposes of addressing the spiritual in school;
F -  training/preparation for dealing with the spiritual.
A large number of the items offered teachers the opportunity to add their own comments. This 
allowed the teachers to expand on their choice of response and often asked for examples 
where teachers expressed a view on an aspect of the spiritual.
The questionnaire comprised 40 questions on three sheets of A4. An attempt was made to 
keep the number of sheets to a minimum. A fourth sheet was supplied which contained the 
questions set out in a format for use with an Optical Mark Reader (OMR). Respondents were 
asked to transfer their scores to this third sheet if they were able. The researcher did this task 
if the respondents did not. The full questionnaire can be seen in Appendix E.
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5.8.2 Sampling Procedure
The sample was selected from a data base of schools used for school experience placements by 
the Faculty of Education at the University of Surrey Roehampton, The criterion for selection 
was that they should be first or infant schools or schools with an infant department. A further 
requirement was that the schools should be non-religious. 480 schools were identified within 
six local authorities. Two copies of the questionnaire were sent to these schools. A covering 
letter was addressed to the head teacher, who was asked to give one to a senior manager (or 
to complete themselves) and one to another member of staff, preferably one working within 
Early Years (i.e. a teacher working with nursery, reception or year one children). All 
questionnaires were accompanied by stamped, addressed envelopes. The heads were also 
asked to return the blank questionnaires if they were unable to take part.
The questionnaires were sent out at the beginning of the summer term 1999. They were 
returned to the Schools Partnership Office at the Faculty of Education and then sent on to the 
researcher.
5.9 Analysing Quantitative Data
The value of quantitative data is that it is usually easy to analyse due to the main information 
being numerical. This opens up opportunities for statistical analysis which may not be feasible 
for more qualitative data. However, the nature of the data in this study is of a personal kind
i.e. attitudes, thoughts and viewpoints and these are not easily reducible to number values.
Robson (1993) observes that it is not possible to assess someone’s attitude through one single 
question because it is often unclear as to the reasons why someone agrees or disagrees with a 
statement. He suggests triangulation which involves looking at responses to a range of 
questions to build up a fiiller picture of a person’s attitude towards a subject. In this study this 
was done by highlighting key questions which were judged as showing a particular attitude 
towards the spiritual. Using key questions from the questionnaire an attempt was made to 
identify teachers who were positive about their involvement in children’s spiritual development 
and those who were negative about it (see Chapter 7).
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The process by which the questionnaires were analysed was as follows:
1. As questionnaires were received, they were checked to see if they had been completed 
properly. Blank returns were separated out and a record kept of any explanations given for 
blank returns. Thirty-two respondents chose not to complete the OMR sheet and this was 
done by the researcher. The questionnaires were also checked for consistency of response. 
This was possible by comparing answers to specific questions. Only one teacher appeared to 
have reversed the scale judging by the comments made on the sheet. All completed 
questionnaires were then given a unique number to assist with on-going analysis.
2. The OMR sheets were separated fi*om the main questionnaire for processing. However, this 
proved to be unsuccessful as the machine misread many of the teachers’ marks. Numeric 
responses to questions were instead processed by hand.
3. The responses of different groupings of teachers were compared, with respondents grouped 
according to age, number of years spent teaching, status and religious/cultural backgrounds.
4. Comments relating to specific questions were noted and categorised in a similar way to the 
interview data to establish patterns and relationships.
5. Using key questions, an attempt was made to identify ‘attitude positions’ of the respondents 
in terms of their inclinations towards the spiritual.
5.10 Limitations of Stage 2 of the Study
The most serious issue was the low level of returns of the questionnaires (132 completed). 
The reasons for this are explored in Chapter 7. The failure of the OMR system was 
disappointing and resulted in some time-consuming work which produced no data. An 
omission from the questionnaires, not recognised until later was that of Gender. No question 
for this was included on the questionnaire and so no patterns relating to this could be 
established.
It is recogmsed that the results of the questionnaire represent a fairly small sample of teachers. 
However, they were from a wide range of schools, ages, backgrounds and experiences which 
could be said to reflect the teaching population at large. It is reasonable to suggest that the 
responses of these teachers might reflect the diversity of opinion of teachers m the wider
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population.
5.11 Summary
This Chapter has attempted to outline the main research questions which were posed and 
describe the strategies used to investigate them. Throughout the chapter reference has been 
made to recent writing on educational research to contextualise and justify the approaches that 
were used. It can be seen that the approaches have both their strengths and weaknesses, 
appeared to be the best methods for gathering the specific types of data required.
The Chapter has established both the methods and the samples for investigation and has 
highlighted some of the issues that were raised within the two stages of the study. In the 
following chapters the analysis of the two types of data are presented. Chapter 6 is an 
investigation of the material gathered through interviews (Stage 1) and Chapter 7 investigates 
the findings of the questionnaires (Stage2).
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CHAPTER 6; STAGE 1 : The Interviews
6.1. Introduction to the chapter
The previous chapter outlined the methods used for collection of this data and the way in 
which the sample was identified. This chapter outlines the main findings of the interview 
material and analyses this information in the light of the reading from Chapters 1 to 3.
In the analysis that follows, the teachers are referred to in relation to their schools. The 
schools are identified as A B C D and E. Head teachers are thus HT A to HT E, and 
teachers are identified as Al, A2, and so on. Teachers who were not interviewed, but who 
responded the questionnaire are identified with ‘Q’. Some background information was 
collected from the teachers relating to the questions outlined in Chapter 5. Differences were 
sought in the teachers’ attitudes to the spiritual, arising from: differences in age, number of 
years teaching, subject specialisms, and posts of responsibility. Of the 27 teachers who took 
part in the study, only three were male. Two of these were head teachers and one was a 
senior manager.
Table 6.1 Ages of teachers.
20-25 26-30 31-35 36-40 41-45 46-49 50+
4 3 5 4 7 3 1
Table 6.2 Number of years teaching
1-4 5-10 11-14 15-20 21-25 25+
9 5 4 5 3 1
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Table 6.3 Status of teachers
Head
teacher
Senior
Management
Subject
Leader
Main
scale
NQT
5 6 8 4 4
6.2 How Teachers Arrive at their Concept of the Spiritual.
In Chapter 4 it was suggested that the role of the teacher is a significant one in children’s 
spiritual development. It has also been recognised that teacher education does not make 
dealing with the spiritual a focus of training (Rolph, 1996; Newby, 1997), and that given the 
complex demands of the primary school, there may not be opportunity to discuss it once 
qualified. Where then do teachers develop their understanding of the term and what it means 
to their teaching?
6.2.1 Absence of pre-service/in-service preparation
Lack of recognised education in dealing with the spiritual has already been noted (Newby, 
1997; Rolph, 1996). Of the teachers who were interviewed only two recognised specific 
reference to the spiritual in their initial teacher education. One of these (A5) recalled 
R.E.teacher education which had made a big impression on him. As part of an experiment at 
his college, he had had an experiential approach to R.E. which included discussion, drama, 
movement and so on. Two teachers made reference to R.E. courses they had done since 
initial teacher education (B3, B5). One teacher recalled an R.E. INSET course where 'awe 
and wonder' had featured (B5). Another (Cl) recalled talking about such issues at college, 
but not within lectures. ‘We’d have those arguments -  Does God exist? And, you know, 
discussions, and we would all come down to the same thing -  we all have to be better 
people.’ The rest could not recall anything relating to the spiritual in their pre-service 
education. Two of the head teachers felt that it should be part of ITE. (HT A and HT B). 
The general impression was that the spiritual had not been explicitly addressed either in ITE,
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or in subsequent INSET.
All the teachers at school A agreed that they had discussed the spiritual as a staff and had 
INSET training on it. The head of school E also said that it had been part of INSET 
discussion, although other teachers at school E did not refer to this. Head teacher D 
recognised that this interview was making him think about the fact that his staff had not had 
opportunity to discuss it. Four teachers were sceptical of the value of INSET to help with 
the spiritual. This was because for some teachers the issue of the spiritual was not as 
straightforward as say, preparation in Maths teaching. One said, 'It's not something you can 
have an INSET day on then walk out saying "Yes I know about the spiritual and I know 
exactly where I'm going" - it's much more complex than that' (B3).
There was a feeling that no amount of education would help if teachers were sceptical about 
it in the first place: Tf you don't actually have an element of spiritual development or belief 
in spiritual development - we can't put them through INSET to give them it!’ (HT A). 
However, four teachers felt it was important that time be given to discussion of the spiritual. 
One observed that ‘teachers need time to be reflective, opportunity to think about what they 
understand by the spiritual’ (A 2). Two teachers felt that the subject could be divisive: ‘If 
you do come together to talk about it, all that may happen is that you all fall out because 
you don’t agree in the first place (B5), and: ‘’We had informal discussions in the staff room 
about identifying one’s beliefs to the children: with very mixed (and sometimes heated!) 
opinions (QC5). Head teacher D observed that such discussion could lead to abandoning 
responsibility for the spiritual: ‘We might decide we can’t have anything more to do with it, 
or we might find we’re already doing it. We could make a decision -  “Yes we can do 
better”, or “No, we can’t achieve it’” .
For other teachers, more important than debate and discussion was practical application. 
‘How we address it is more important than finding a definition’ (HT B). When asked what 
kind of support and guidance teachers needed, several sources were identified. Among these 
were literature, worksheets, television programmes, videos, INSET, workshops, examples 
of activities, and seeing someone experienced in approaching the spiritual working with 
children. Where teachers saw a close link to Religious Education they also wanted more
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information on world religions.
The intensely personal nature of the subject was recognised and four of the teachers 
commented about the unease of someone else telling teachers what to do. T wouldn't want 
to be given a load of materials and be told - "Right this is your spiritual package, now go 
away and teach it" I mean. I'd say "Bog off. I'm not interested” (El).
Another concern was the tendency to assume that teachers did not deal with these kinds of 
issues: T feel that teachers do have a sense of right and wrong and I get angry at attacks on 
us saying that we don't teach that. I think teachers would resent some lecturer saying 
"Hitting people is wrong and you must teach the children that" (B5).
If teachers felt that they had not been prepared for dealing vrith the spiritual and they were 
wary of attempts to do so, where did they look for some understanding of their 
responsibility for it? None of the teachers were asked explicitly about their religious or 
cultural backgrounds. Rather, general questions were asked such as:
• Do you have an understanding of the term ‘spiritual development’ which you find 
useful in your work?
• How did you arrive at this understanding?
• How do you feel about having responsibility for children's spiritual development?
• How do you feel it fits into your work?
• What concerns do you have about this area?
6.2.2 Awareness of the personal nature of the spiritual
As indicated above, the teachers interviewed considered the spiritual to be an area which is 
intensely personal. It was linked, for example, to people's religious standpoints and beliefs 
and was, therefore, a delicate issue to talk about comfortably in school. One teacher 
explained: ‘Some teachers feel this is something personal and nothing to do with other 
people’ (E2). This was given as a reason why it had not been discussed in that school.
Concerns were also expressed about having to express one's own beliefs. One teacher spoke 
of ‘Hoping they (the children) do not ask about my personal beliefs - not wanting them to
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follow what I say - but to consider things for themselves’ (Cl). This contrasted this with the 
teacher who felt strongly that teachers’ own beliefs need to be revealed; T personally feel I 
would be denying my faith by not saying I am a Christian’ (B3). Comments such as these 
demonstrate the struggle these teachers have in the communication of spiritual values (seen 
in the work of Carr and Tandon [1998] about the struggle between paternalism and 
liberalism among teachers). Another teacher felt very strongly about teachers having to 
divulge their ovm beliefs. She recalled staff meetings where the merits of disclosing your 
views had been discussed. ‘Teachers are entitled to a personal life; they shouldn’t have to 
tell the children. It’s like other areas, politics for example’ (C3).
Five teachers recognised that they had reached their own understanding of the term 
‘spiritual’ and that they were perfectly happy to deal with it in the classroom based on this 
understanding. They were, however, wary of someone else imposing an understanding 
which they could not agree with. For example, ‘I personally don’t have concerns in dealing 
with it in my own way, but if someone else was to interpret it for me.....’ (B5). Another 
teacher said: ‘I don't have any reservations on my own little level. I might have problems - 1 
mean I don’t know what other people do. Anything that involved a practice or ritually type 
of thing - 1 couldn't do that’ (B4).
Some teachers reflected on the fact that not all teachers may have considered this aspect of 
their lives. Two teachers suggested that teachers might think, ‘I haven’t sorted out myself 
yet - I don’t know if I believe in the spiritual so I can’t do it with children’ (Al). However 
one didn’t let this worry her: ‘I don’t worry about whether I have a definite answer. I don’t 
think there are answers -  that makes it more interesting to do’ (D2).
This personal aspect of the spiritual appeared to be offered as a reason why it was not 
discussed in school. Teachers appeared wary of approaching something that could be 
potentially divisive in the staff room. Such feelings echo the work of Hay (1996) and 
Donaldson (1994) about the neglect of the spiritual leading to suspicion of it.
6.2.3 Using own views about religion as a resource
The link between religion and the spiritual was a common theme in all the interviews. All the
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teachers made reference to religion without prompting during the course of their interview. 
It was often seen as the starting point for discussion of the spiritual and fi-equently the first 
place teachers identified as oftering a definition of the term. ‘My initial reaction was that it’s 
connected to religion and then would be specific to different religions. And then I thought 
no, it’s not just religion or belief (B3). One teacher was unable to offer a definition of the 
term without reference to religion, even when encouraged to do so by further questioning: ‘I 
really think of spiritual as - you know, linked to God, spiritual as in faith, linked to other 
religious faiths’ (Cl). Another teacher observed: ‘I think I'm getting spirituality mixed up 
with belief in God and religion - and in a multi-cultural school like this I think a lot of people 
are a little bit wary of that’ (Dl).
None of the questions on the interview schedule asked directly about teachers’ own 
religious affiliation, but fifteen teachers alluded to it during the conversation, either by 
talking about childhood experiences or current events in their lives. ‘Myself, I don't believe 
in God but I have a fiiend who is a Christian. Sometimes I want to talk about it with her, but 
I don’t want to insult her. Sometimes I want to say, “You can’t really believe there’s a God 
can you?”’ (Dl). From comments such as these it was possible to judge the religious 
standpoints of the teachers. Five teachers made reference to themselves as practising 
Christians, nine expressed views indicating atheism and two said they were agnostic. Of the 
others, one described herself as a ‘lapsed Catholic’, and another as a ‘non-practising Sikh’. 
The rest suggested that religion was not an important feature of their fives, but it is uncertain 
as to whether they were agnostic, atheist or ‘nominally’ of any faith (9 teachers).
Three teachers expressed concern that they should not bring their own religious views into 
the classroom. 'I have got religious views, but they're not something I particularly want to 
bring into the classroom' (E2). This notion of 'neutrality' featured in several of the 
interviews. There was a common feeling that to be 'religious' was to be 'biased' in some way, 
and that it was better either to have no religious affiliation or to keep it well hidden fi'om the 
children.
Among those who expressed that they did not identify themselves with a religious tradition, 
several still used religious imagery or terminology to explain terms relating to the spiritual.
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From one teacher: 'Certain areas of the curriculum evoke a response from the soul, from the 
heart' and again from the same teacher: 'We encourage everyone to behave appropriately 
and that is linked, for us, to soul searching, Avhat's in your heart' (HT C). Another teacher 
commented, 'I wouldn't wish to probe into a child's expectations of the divine spirituality' 
(B5). This suggests that although these teachers had left formal religious belief behind, they 
could still use the language of that tradition to help them articulate their thoughts about the 
spiritual. Such capacities are reminiscent of Hay's concerns (1985) that children today may 
grow up with no language with which to express the spiritual.
Six teachers made explicit reference to their own rehgious background. Of these, five 
identified themselves as Christian and one as Sikh. The rest of the teachers were all White 
British and in the absence of further indication could be said to draw on Christianity as the 
main religious infiuence. Four teachers appeared openly hostile to religion and m particular 
to religion in schools. A typical comment here was 1 would rather talk about morality than 
the spiritual, because I don't actually believe that children ought to be taught R.E. in school' 
(E2). (See section 6.5.2 for further discussion on Religious Education).
Ten of the teachers recognised that colleagues drew upon their own religious backgrounds 
to help them with the spiritual, 'I think it's partly personal and partly it comes from the 
atmosphere in the school. They (teachers) draw on that as well as their own background, 
their own knowledge of religious issues, spiritual issues and all the rest of it' (HT A). 
Another head teacher commented: 'A head teacher's own beliefs affect their understanding of 
the spiritual. Some people relate it to a specific religion; I don't. I admire those who have a 
faith' (HT D). One teacher recalled her teenage years as significant: T remember all my 
friends becoming Christians; I went to some services - and enjoyed them, but I couldn’t 
accept a lot of what was said’ (D2).
The teachers who took part in the interviews had a wide range of religious viewpoints 
ranging from the strongly committed, through the 'nominally belonging', to the atheist. 
Whichever standpoint the teachers took, this appeared to have a strong infiuence on how 
they viewed the spiritual. However, there appeared to be similar concerns about linking the 
spiritual to religion, whatever their personal standpoint. Having sympathy with rehgious
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commitment did not necessarily mean that they would explore with the children the spiritual 
through religion in the form of R.E.
6.2.4 Using own interests as a resource
Seven teachers found that a way to understand the spiritual was through reference to their 
own interests. They made reference to subject areas that they were confident in and were 
able to see these as offering opportunities for exploring the spiritual. An example was: 'I 
think probably spirituality you know, I feel that it's something that's to do with Art and 
Music' (HT B) and from another teacher: 1 say to the children "Listen to this piece of music 
and doesn't it stir you in a way that's nothing to do with money?" (El). While the Arts 
tended to feature most here, a teacher keen on science reported, 'When we were doing 
magnets, we had magnets set in liquid - it was just so amazing' (A3).
Others made reference to hobbies and pastimes which they felt related to the spiritual. These 
clearly appeared to provide occasions when individuals felt that sense of 'awe' or 
'transcendence' which has been associated with spiritual awareness. Speaking about how 
things affect you, one head said: I t might be a particular film or piece of music - a run across 
the North Downs!' (HT B). And from another: 'You know, when you've been to a concert, 
you've heard a beautiful concerto or whatever, you come away feeling "Oh yes!" - It does 
something to you and it's very difficult to explain that to people who haven't, or who may 
not know what you mean' (HT A). For this head teacher, literature appeared to be another 
source of inspiration for the spfritual: 'I got this from James Joyce, he called it the cosmic 
approach and he saw God as within everybody - that shout on the football field - that's God'.
From observations such as these it appeared that teachers drew on a wide range of sources 
for understanding the spiritual. Clearly, these were different for each teacher, although some 
similarities were evident, such as reference to Art and Music. These teachers were also keen 
to share such experiences with the children, and some regretted the fact that the children 
they work with appear unresponsive. ‘Children don’t go “Wow!” anymore. There's no awe 
and wonder. Children expect things, they say “So what?”’ (HT D). There was no indication 
from any teacher that the children might go 'Wow' at a different kind of experience which 
raises the issue of whether these teachers limit their choice of ‘spiritual’ to areas they
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personally find uplifting.
6.2.5 Using life experiences as a resource
In seventeen of the interviews, teachers made reference to events or periods in their own 
lives which had influenced the way they viewed the spiritual. One teacher observed: 1 think 
if s a very personal thing and it depends on your upbringing, your experiences of life and 
your vision' (A3). Four teachers made reference to their own religious upbringing. In some 
cases this had left them positively disposed towards the spiritual, but in other cases the 
association with religion had a negative influence. One head teacher who said she had been 
brought up in a strongly religious family said, 'a lot of damage was done and that's really 
why I suppose, why I no longer adhere to a set of behefs' (HT A).
This head teacher recognised the strong influence that her religious upbringing had on her 
understanding of the spiritual. 'I mean. I've always been interested in spirituahty. I suppose I 
must relate that back to my strong religious upbringing'. Despite being hostile to certain 
forms of organised religion, this teacher used her own knowledge of Christianity to 
articulate her thoughts on the spiritual. She spoke of'nourishing the spiritual' and referred to 
the 'divine coming through the creative process' and 'original sin'. She recognised that her 
background had given her a 'structure to my thinking on the spiritual' and reflected that 
children without such a structure 'have been given nothing to replace if. The notion of 
organised rehgion offering a starting place for the spiritual was suggested by several 
teachers, 'When you say “spirit” I used to think of the spirit coming down because in the 
Catholic religion that's how you think of if (A4). Another saw religion almost as a ‘staging 
post’: ‘In the past my spirituality was determined externally [from religious tradition]. I 
suppose I had to go through that in order to explore other ways of spirituality’ (C3).
Three teachers made reference to their own children and the way they had chosen to bring 
them up. One said: 'I mean, my own children, I didn't have them baptised or christened, I let 
them develop. I gave them lots of spiritual nourishment.....they're very moral people, but 
they don't feel they want a behef system' (HT A). Another said: 'I feel as a parent it's up to 
me to teach them what I want. I'm a Christian so I felt it was up to me to give them the 
information. As it is, they're teenagers and they choose not to believe it. But later on they
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may make a choice. And if you don't know then you can't make a choice' (B3). This 
suggested a view that to have some religious knowledge was a foundation for making future 
religious decisions.
Significant events or experiences in teachers' lives were also referred to. 'Last year we got 
onto the subject of death which I think was part of a personal thing - that I wanted to teach 
them. As a child I was absolutely petrified of dying, very, very fiightened. I would have 
nightmares. And I thought I don't want my class to be like that’ (A4). This was one of the 
few occasions when the spiritual was identified with ‘darker’ human experiences. The 
contribution of life experiences to perception of the spiritual was also mentioned by teacher 
C3. ‘Your life experiences feed in. You have crises and life traumas, and these can come at 
any point in your life’.
This type of comment indicated a feeling that personal maturity contributed to understanding 
the spiritual. 'I think your maturity as a person might help you. I mean. I'm not afi-aid of my 
own views. I think some people are very muddled about religion and the spirit and all that 
sort of business. It might be to do with how long you've been teaching' (A3). Teacher C3 
was convinced of this: ‘I’ve only become aware of this in the last few years, and I think it 
has taken a life-time’s experience to generate the spiritual into my thinking’.
Clearly, every teacher will have had a different set of life experiences and be at a different 
stage of their life. The teachers ranged in age fi'om early twenties through to mid-fifties. 
Those who were older seemed to feel more comfortable with their understanding of the 
spiritual than the younger teachers. It was the more mature teachers who suggested that 
they had reached an understanding of how to deal with the area - even if they were unsure 
about whether they were doing the right thing.
The experience of one male head teacher (HT C) had given him an awareness that in current 
society it is not considered 'macho' for men to be 'touchy feely' as he put it. This, he felt, had 
an effect on how men were supposed to behave in school: 'I think that males in our society 
have a problem with discussing feelings anyway. As a male head, although I'm very 
comfortable with the notion (the spiritual), it's not something that I've ever been encouraged
142
to elaborate on within my professional life'. The exploration of gender and spirituahty in 
education is starting to be explored (e.g. Isherwood, 1999) and is of great significance, 
particularly in the infant school where women teachers predominate. Another male teacher 
saw himself as a role model for the younger children. He beheved his own personal quahties 
helped to show children a different perspective on ‘maleness’: ‘I think of myself as a caring 
person. I feel I have a role to play as a caring, sensitive man’ (A5).
6.2.6 Using colleagues as a resource
The majority (nineteen) of the teachers interviewed declared that they had not spent time 
talking with colleagues about the spiritual. For others, there had clearly been some influence 
from other teachers: ‘I’ve feel I’ve learned more from being here -  learning from other 
people, rather than in lectures at college’ (C2). At one school three senior members of staff 
shared similar views on the place of religion in school, which had led to their standpoint on 
the spiritual. They each referred to a recent Ofsted report which had criticised their 
provision for R.E., but were adamant that their approach was appropriate for their school 
and that they had no intention of changing it.
One head teacher (HT A) appeared to have a "wide influence not only on staff "within her 
own school, but other head teachers, and a continuing influence on ex-members of staff. 
Teachers within her school made frequent reference to her influence: 'We talk about the 
spirit in this school. The head often says "this feeds my spirit"’ (A2). The head of another 
school said of HT A that 'she uses the expression, "nourishing the soul". It's one of the 
expressions she uses and it means a lot to me - that I have to remember and do something 
about' (HT C). A teacher who was now working at a different school reflected: 'I would 
imagine a certain amount of 'H' has rubbed off on me. I'm sure her approach to assemblies, 
having a candle and things like that. Now I suppose if anything I'm training myself to think 
of it’ (B4).
Where a strong head with clear views about the place of the spiritual communicated this to 
the rest of the staff it appeared to have a lasting effect. The influence of the head on a 
school’s practice was explored in Chapter 4. What was evident was that in one school, the 
spiritual was not just something referred to in documents or at staff meetings, but was a
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sustained, high profile aspect of school Hfe.
6.2.7 Summary
The thoughts expressed by the teachers in the interviews may be an indication of the kind of 
thinking which many teachers might go through as they approach the spiritual in their 
classroom. In the absence of formal preparation they must turn to whatever sources they can 
to make sense of this elusive area. No teacher interviewed made reference to government 
documentation such as the Ofsted or SCAA guidelines to help them in their understanding. 
Instead they relied on their own experiences, their own behefs, their own common sense, the 
powerfiil example of significant others and informal chats "with coUeagues to build a picture 
of what they should be doing in relation to children's spiritual development.
For some of the teachers their approach to the spiritual was informed by rehgious traditions 
- often Christian. Sometimes this was not acknowledged either to themselves and certainly 
not to the children. Other teachers were not sure whether they were contributing to the 
spiritual at ah or in what ways they might be doing so. Certainly, one teacher was surprised 
when Ofsted commented on the quahty of their provision for the spiritual as they hadn't 
consciously considered it.
Some of the comments made by teachers clearly indicated some recognition of their own 
spiritual development. Such development was seen as being brought about through 
encounter with rehgious traditions and through life experiences. However, it was not clear 
how many of the teachers recognised their own spiritual development, as the questions did 
not ask them specificahy to identify it. The importance of teachers recognising their own 
development has been noted by Plunkett (1990) and Minney (1996) and this raises questions 
about teachers’ preparedness to deal with the spiritual.
Because teachers were arriving at their own understanding of the spiritual based on their 
own values and assumptions, it was clear that these tended to reflect not only the Christian 
tradition but also their hfe-styles and ‘class’. The spiritual was seen in relation to the Art, 
Literature, Music. Liberal values of tolerance, equality and respect were also in evidence. 
Such interests and views could be said to reflect the white, lower middle class background
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from which many teachers share.
6.3 Definition/Nature of the Spiritual
6.3.1 Definition as elusive
The debate regarding the definition of the spiritual was discussed in Chapter one. It was seen that 
no 'ultimate' definition could be arrived at and, although the Ofeted definition (1993) appears to 
reflect much of what has been said in recent literature, there are gaps in it. It could be argued that 
the search for universal agreement on a definition could be immobilising and that what matters 
for schools is the practical concern of how to deal with the spiritual. However, as Sheldrake 
(1996) observed, some attenq)t to give the term 'conceptual limits' is needed in order to able to 
talk about it (see Chapter 1.4).
Given that a definition is elusive for those immersed in the literature, it is not surprising that the 
teachers interviewed struggled to articulate one and recognised that it was an area of vagueness. 
One teacher said: 1 think people are a bit woolly about it - 1 feel a bit woolly about it' (B2). Other 
words associated with the spiritual included 'abstract', ‘hazy’ and 'inexplicable'. For some teachers 
defining the spiritual was identified as one of the main issues and three teachers probed the 
interviewer for a definition. One head teacher commented: 1 would perhaps have liked to start 
this discussion with your definitions of spirituality. Because I don't really have any definitions of 
what spirituality is like' (HT C). It appeared that the issue of defining the spiritual presented a 
problem for teachers and it is possible that the lack of a definition would not make it easy for the 
issue to be discussed in school No teacher made reference to ofiBcial documentation such as the 
Ofeted guidelines (Ofeted, 1994; 1996) and this would suggest that such material had not been 
used in any of the schools to begin a discussion on the spiritual.
6.3.2 Key words in describing the spiritual
No teacher offered a precise definition. On the whole they offered key words and phrases which 
they felt described the spiritual. Rather than providing a definition, it is perhaps better to talk of 
the 'nature' of the spiritual describing 'what the spiritual is to do with'. Some key words and 
phrases which occurred frequently included the notion of 'inner', 'inner-self or 'inwardness', for 
example: It's an inner feeling, your inner response to something... it affects you in some inner
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way* (A5). Another teacher felt that, "there is an inner person if you like, inner life, inner force- 
you’re not just this outer body, there is a depth within you' (C3). An alternative was the notion of 
'awareness', 'self-awareness' and "heightened awareness'. For one teacher the spiritual centred 
around the question. Is there something apart from the body we live in - and what is it about us 
that makes us "us"?’ (B3) These notions of 'inner' and 'awareness' are found widely in the 
literature and suggest that there is some common ground in relation to definition. The Ofeted 
definition refers to 'inner life' (see chapter 1.4) and the work of Hay (1977) and Hammond et al 
(1990) draw on the notion of'inner' (see Chapter 1.4.2). The notion of 'transcendence' (see 
Chapter 1.2.3) was not widely hinted at during the interviews, other than the idea expressed 
above of something 'apart from the body we live in' and the ability to analyse one's own feelings. 
Nor was there much indication of the 'transcendent' in terms of supernatural forces. Most 
teachers appeared to avoid linking the spiritual with the supernatural (except for the teacher from 
the Sikh tradition), although several referred to humans having 'spirits' or 'souls'.
6.3.3 Spirituality as an aspect of the human condition
Five teachers identified the spiritual as an aspect of the human condition, or as part of one's 
personality, for exançle, 'spirituality is what you stand for, what you believe...what you say - just 
everything', and another: 'we all have our own spirit and people think of spirits in a different way. 
I feel everybody's got a spirit which is not their body* (B3). This notion compares to the 
viewpoint of Hardy (1991) that the spiritual is a fimdamental, biological aspect of the human 
condition (see Chapter 1.5.5). For four teachers the spiritual was a very personal notion and one 
which is not easily shared: I f  you don't have a belief in spiritual development, you can't put 
teachers through INSET to give them it!' (HT A). The spiritual was also associated with 'feelings' 
and 'emotions', 'being able to explain how they feel inside, your emotions, being able to map 
through the things that make them feel like that' (Al). This reflection upon experience is seen in 
the Ofeted definition (see Chapter 1. 4), [The spiritual] ‘is characterised by reflection; the 
attribution of meaning to experience’ (Ofeted, 1994).
6.3.4 Spirituality and the link to morality
Ten teachers made links between the spiritual and behaviour or morals. One teacher felt that, I 
would rather talk about morality than the spiritual....I would feel a lot more comfortable defining 
morality' (E2). Another drew on an example from the classroom: I  think that when we talked
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about the rules in our classroom, when we talked about morals...that's all involved in building up 
the spirit in the child' (A2). One head teacher believed that the spiritual and the moral were 
closely interwoven: 'You can't just have moral education - it's got to go hand in hand with the 
spiritual. The moral is imposing from the outside, the spiritual is internalising the moral and then 
coming back out again' (HT A). Five teachers made the link between the spiritual and children's 
behaviour. Here the spiritual was about encouraging children to analyse their own behaviour in 
order to see it from someone else's point of view. Such concern for the moral aspects of the 
spiritual is reminiscent of Ofeted (1993) documentation, which sees attention to the spiritual 
affecting the behaviour of children. Teachers appeared to be aware that, as Priestley (1985) 
suggested, the spiritual is essentially 'amoral' and must be educated 'morally.
6.3.5 Spirituality as relationships
Although teachers talked of the 'inwardness' of the spiritual, for many, the spiritual was also to do 
with relationships, between the children, between adult and children and in one case, children's 
relationship with the natural world. One head teacher said, 'Spirituality is seen in relationships; we 
have a lot of children with disabilities and it's important how we treat each other' (HT E). 
Another head said that the spiritual was about 'the relationships the teachers are encouraging in 
the children, through the way the children react to one another' (HT C>. Words which occurred 
regularly here included, 'respect', 'tolerance' and 'dignity. One teacher was reminded of some 
training that the school had given to meal-time supervisors to help them deal with children's 
behaviour. This included "how you deal with people, with children, having clear messages' (Al). 
It was clear that despite the concerns of Thatcher (1991) and Wright (1998) these teachers did 
not limit the spiritual to an inner, self-preoccupied notion, but saw its manifestation in the 
treatment of others (see Chapter 1.4.2).
6.3.6 Spirituality as response
For seven teachers the spiritual related to 'response', how individuals respond to things such as 
beauty, nature, music or art. The term 'awe and wonder' was mentioned by three teachers, terms 
common to Religious Education since the 1960s. However, it appeared to be a bit of a cliché: 1 
obviously know about awe and wonder and I address this through science' (A3). It was clear at 
this point, that teachers were drawing on the things that they respond to themselves (see section 
6.2.iv above). One head teacher talked of responding on an 'intestinal' level and observed that
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some curriculum areas evoke a 'response from the soul, from the heart' (HT C). This notion of 
response is similar to the one that can be found in Starkings (1993), where the link between 
spirituality and the Arts is e?q)lored. There was no sense given of the type of response highlighted 
by Hull (1996) and others, that might entail action arising from encounter vrith beauty or 
suffering.
6.3.7 Spirituality and religion
In section 6.2.iii above it emerged that many of the teachers interviewed drew on their own 
experiences and views of religion when talking about the spiritual. Here too teachers felt it 
necessary to use religion as the starting point when attempting a definition of the spiritual. A chief 
concern was that the definition of the spiritual should not be limited to a religious one: Tt’s not 
just religion or belief (B3) and Tt’s not the exclusive right of the religious to be spiritual’ (A5). 
This concern can be seen in the Ofeted definition which is at pains to point out that the spiritual is 
not limited to the religious (see Chapter 1). At least four teachers appeared to be openly hostile 
to limiting the spiritual to religion. For two of these teachers, the link between the spiritual and 
R.E. seemed to make them uncomfortable during their interview. They openly declared that they 
did not believe that RE should be taught in schools (E2, E3). White's (1994) suspicion that 
Ofeted literature implicitly acknowledges a religious position would possibly be shared by these 
teachers (see Chapter 1.4.1).
Only one teacher limited the notion of the spiritual to a religious interpretation. 1 really think of 
spiritual as, you know, linked to God, spiritual as in faith. For me spiritual would mean really, 
religion'. This teacher was from the Sikh tradition and the only one from a non-Christian 
background.
Several teachers felt that they had arrived at their own definition which they were happy with but 
were concerned that it might not be a 'correct' one. I  think there are people who believe the 
intersection between the spiritual and religion is much larger than I do' (B4), and from another: I 
probably have a broader understanding - 1 probably haven't got the official understanding, but I've 
got a broad category in my mind which is the spiritual' (B5). Some were nervous of having a 
definition inposed which they could not then agree with: I  personally don't have concerns in 
dealing with in my own way - I think if someone else was trying to interpret... I would be
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worried’ (El) and one head felt that you couldn't impose one on others because it is so personal: 
It's very difficult to explain it to people who do not understand what you mean' (HT A).
6.3.8 Spirituality and the darker side of life
One teacher expressed an awareness that the spiritual did not always relate to the positive things 
in life (A4). She spoke of tackling the subject of death with children and she told of a refugee 
child in her class who insisted on talking with the other children about his harrowing experiences. 
The teacher was sensitive to the child's need to express his feelings, but was also aware that for 
other members of the class this was an introduction to a darker side of life that they had not yet 
feced. The teacher concluded: 'So the spiritual is not always about hearing good things'. Another 
teacher raised the subject of death: Tor some reason there have been a lot of grandparents dying 
this year. I don't believe in ignoring it. I think it's really healthy to talk about it, and a lot of kids 
have really appreciated that - being able to talk about the way they feel' (B2). This teacher may 
well be right when we recall that sensitivity to the spiritual arising from encounters with suffering 
and death was noted by Robinson (1970) in his conversations with adults recalling childhood 
experiences (see Chapter 1.5.5).
6.3.9 Summary
Although teachers initially appeared nervous of suggesting a definition for the spiritual, it was 
apparent that their own thoughts resounded closely with definitions from elsewhere. There were 
many areas of agreement between teachers, even though they had, on the whole developed their 
understanding of the term by themselves (see Chapter 6 section 2 above). For these teachers the 
spiritual is to do with' that aspect of human existence which is about one's 'inner being' and it 
finds expression in one's sense of self and in one's treatment of others and one's environment. It 
need not include a sense of the supernatural or acceptance of religion, but it might be stimulated 
by beauty, as in the arts or nature, or by sufifering. Among the teachers interviewed the definition 
of the spiritual did not include it being a source for action as in Priestley's (1985) 'aspiration and 
inspiration' or in Hull's (1991) call for the spiritual to be to do with concern for others. However, 
it will be seen in the following section that when teachers began to talk of the aims or purpose of 
addressing the spiritual in school, these elements began to appear.
149
6. 4 The Aims and Purpose of the Spiritual in School
Within the literature on the spiritual in education, one of the vaguest areas is that of the aims or 
purpose. What kind of contribution schools are to make to children's spiritual development, or 
the long-term value of such contribution is not clear. Certainly, it appears that the contribution 
should be a positive one, "which in some way adds to children's 'well-being'. But since the notion 
of 'development' within the spiritual, or any sense of what a 'spiritually developed person' is like, 
remains elusive, what is it that schools are aiming at?
Among the teachers interviewed, a definition of the spiritual seemed difficult to articulate, notions 
of the purpose of 'spiritual development' appeared more clear-cut. All the teachers interviewed 
were asked about the aim of contributing to the spiritual. Four key issues appeared to be central 
to the purpose of contributing to children's spiritual development: personal development, 
relationship with other people, the effect on society and the limits of the school's influence.
6. 4.1 Personal development
Among the teachers interviewed, many suggested that the spiritual has a contribution to make to 
the child's personal development. Eight teachers specifically mentioned the 'self in relation to the 
spiritual. Spiritual development was seen to contribute particularly to the child's sense of'self and 
so terms such as 'self-esteem', 'self-awareness', self-expression' were used. Teacher A2 spoke 
several times about 'self-esteem', commenting: I'd like them (the children) to leave feeling they 
are good at things'. She had been saddened by a child in her class who had said he was 'no good' 
at anything. Four teachers used the terms 'self-awareness' and 'self-knowledge'. Teacher Al 
spoke of 'getting them into an awareness of other people, an awareness of themselves and their 
own feelings and how they can deal with their own feelings'. She felt that the spiritual was 
incitant, 'so that they can reason and be more objective, understand their own feelings and 
emotions a little better'.
Elead teacher D talked of the importance of'self-expression'; the spiritual is 'to make them able to 
ejqiress themselves m their art or music, and maybe later on in other ways too -verbally or any 
other way*. Teacher A2 saw the value of the spiritual in helping children to become 'self- 
evaluative'. She said it was about, 'constantly being self-evaluative and looking at yourself and
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living your life in a way that complements yourself. Two teachers felt that the spiritual was about 
making children more 'reflective'. Teacher A2 said that 'hopefully, at the end of it [time m school], 
they'll be more reflective, more thoughtfiil, more syn^athetic and empathetic'. Teacher Al 
suggested it was about, 'stepping back and thinking and actually considering it, rather than just 
doing what you told them - looking at the reason why and how that's going to affect what's 
happening around them'. She added: I'd like to think they left me quite reflective on how what 
they say and what they do affect other people'.
Seven of the teachers felt that attention to the spiritual encouraged children to be 'better people'. 
Head teacher A thought that ‘spiritual development makes the children into better people, it's 
about encouraging finer, decent feelings, decent appropriate behaviour towards others'. Another 
(HT D), felt that the aim was 'to produce rounded and caring children - that's how you judge the 
success of a school, they should leave a better person than when they came in'.
Two teachers saw the spiritual as contributing to children's developing confidence. Teacher B5 
said it was an opportunity to look at our own experiences, relationships with others, behaviour, 
in order for all to be secure and confident'. Confidence in one's own beliefe was seen as an aim by 
teacher C2. It is 'to let them be confident in believing what they believe, and that we all respect 
their beliefe'.
For Head teacher D, spiritual development was about 'preparation for life'. She felt it important 
'for them to be able to take their place in the world as a whole human being, rather than being 
very literate or very numerate. Part of the job is to train them to be human, to be social, to see 
other people's reasoning'. Other qualities that were aimed at included being open to new ideas 
and opinions (C3) and being able to question and find answers for themselves (D2).
The links between spiritual and moral development were identified by four teachers. Teacher Cl 
said part of the purpose of the spiritual was 'to develop their ideas of right and wrong'. Head 
teacher C said, 'we really, genuinely try in this school to encourage everyone to behave 
appropriately. Teacher Al felt that the spiritual was part of self-discipline and said that in her 
school, 'we push the responsibility back on to them'.
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In adopting these perspectives, the teachers interviewed expressed views that are well established 
in the literature. For example, the contribution of the spiritual to the development of self is clearly 
seen in the work of Hay (1985) and Hammond et al (1990) (see Chapter 3). The notion of self­
reflection and awareness, which these teachers refer to, underpin many of the activities which 
appear in teachers' handbooks, for example Stone (1992).
6. 4.2 Treatment of others
The contribution of the spiritual to personal relationships was a major feature within the 
interviews. Fourteen of the teachers associated the spiritual with how children treat other people. 
Seven of these made specific reference to how children treat people of different faiths and beliefe. 
The spiritual was seen as contributing to children's awareness of others' beliefe. One said: I  would 
hope that all the children in my class were aware of all the different religions, aware of valuing 
different people's beliefe and that not everyone has to believe the same thing' (A4). The spiritual 
was associated with the development of'tolerance': It doesn't mean that if you don't believe in 
something that someone else believes - it doesn't mean that you're nasty to them or that you're 
unkind to them' (Cl). For teacher B5, it was about respect: 'you do have to respect what's 
important to other people and deal with people appropriately. Another suggested that 'using 
resources fi'om other traditions helps pupils and staff respect what other cultures have to offer' 
ODl).
For five of the teachers, the spiritual was about improving the lives of other people. Teacher Al 
spoke of'empathy. She said it was important ‘for children to think: "I wouldn't like that, so I'm 
not going to say it" or "I'm not going to do it"’. Another spoke of happiness, of living life in the 
way you believe makes you happy and makes those that you love and those around you happy 
(A2).
Opening children's eyes to the wider world was also seen as important. Head teacher B spoke of 
relationship with the environment, 'going on to consider the treatment of all living creatures, 
looking after the environment, caring for the environment for future generations'. Head teacher A 
felt that it was part of the school's role to 'develop children beyond the self and see other 
possibilities- the wonders of nature, the wonders of the physical world, the wonders that human 
beings can do'.
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One head teacher felt that attention to the spiritual helped children to deal with confrontation. He 
was aware of a great deal of racial tension in the community around the school, which he 
believed arose from the activities of local nationalist groups. 'The aim is that they can co-exist 
with others, that they are equipped to deal with confrontation, that they're able to negotiate, 
they're able to deal with confrontation with others. That doesn't sound terribly spiritual' (HT C).
As we saw in Chapter 1, the notion of the spiritual affecting relationships was a concern of 
Thatcher (1991) and Hull (1995) who suggested that the 'self is only the beginning of concern for 
the spiritual. Its true development should be seen in relationships with other people. However, 
the teachers in this study tended to focus on how children 'respond' to others, rather than how 
they might go further and live/or others'. Only one head teacher spoke of children growing up to 
be people who might initiate change in the world (HT A). Perhaps the notion of living for others 
or 'service to others' feels too much like a religious sentiment, and religion was something that the 
teachers appeared to distance themselves from. It may be that the teachers are just as entrenched 
within western individualistic traditions as other people, and are unable to make a step which 
places the welfare of others above that of oneself.
6.4.3 Value for society
Alongside the contribution that the spiritual was felt to make to personal development was the 
notion that in some way it would also contribute to the 'well-being' of society. The teachers 
interviewed seemed to suggest that if children were made more aware of themselves and their 
relationships with others, this would have a knock-on effect for the whole of society.
Five teachers felt that the aim was to discern common values that everyone, whatever their 
background can hold. For two teachers this helped when dealing with several religious friths in 
school: 'All religions have the same values, to be nicer, better human beings' (Cl) and 'you know, 
living in a community with other people and things like that are so broad - and rules that 
everybody should live by ( A2).
Two teachers felt that the spiritual helped develop a sense of community’: at the end of it, 
hopefully they will be a thoughtful member of the community' (A4), and 'so that they can behave
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appropriately when they go out into the community’ (HT C).
One head teacher (HT A), felt that the decline of the major religions had left a void in society 
which was causing problems. 'Whether we like it or not, people have rejected the belief systems, 
but nothing has replaced them This is a dilemma for society, not just our school. We neglect the 
spiritual side at our peril. The world's in a terrible state and I relate it to the fact that people don't 
develop the spiritual dimension.' She attributed phenomena as diverse as war, political corruption, 
child abuse and poor parenting to spiritual neglect.
Look at all the wars, they've been caused because people can't live together, 
can't respect and tolerate each other, won't allow people to have their dignity.
Look at the politicians.. .what happens when you get into a position of power?
Power corrupts - it's the human flaw All this business with child offenders,
they're malnourished - spiritually, emotionally, physically and
intellectually. ...We've got to find ways of improving child rearing practices so 
that we equip parents with a clear understanding of what the child needs, the 
spiritual, emotional, intellectual, physical and social
She called for the recognition of the need to produce 'people who want to change things' who 
will strive to bring 'harmony' in the world. Such sentiments clearly reflect the concerns of Hay 
(1995) who also sees the decline of the old fi'ameworks as leaving a spiritual vacuum (see 
Chapter 3).
As part of this contribution to society, four teachers looked to the spiritual for an 'anti-materialist' 
view of life. Head teacher D said that 'society focuses on the material, the consequence being that 
what becomes inqportant is material acquisition. We need to show children that they can have joy 
without objects around them'. Teacher B3 agreed: 'There's a veiy materialistic atmosphere in this 
country at the moment and I suppose if anything the spiritual lets you just stand back fi'om that, 
look at what's around us and how wonderful things are sometimes'. Another suggested that 'we
can teach children that instead of just rush, smash, grab, stand on something, what can I grab
next, there's another way" (El). Teacher A5 felt attention to the spiritual helped ‘combat the 
“Me” culture’ of the 1980s. He also believed that children come to school now more ‘self-
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indulgent’ than they used to be and that the spiritual might be an antidote to this.
6. 4.4 Links to philosophy of education
Within the interviews it was often possible to discern the teachers’ philosophical standpoint in 
relation to education as a whole and this appeared to influence the value they saw for the 
spiritual. Some teachers stated their position explicitly, and often it appeared to be connected to 
their particular role as educators of very young children.
The notion of educating the 'whole child' was seen as central to discussion about the spiritual. For 
exarqple, 'We must educate the whole person - it's not just about the fectual' (E2), and I  know 
it's unfeshionable and everything, but I think we should be in the business of educating all round’ 
(A3).
For at least six teachers there appeared to be a deep unease about the route education has taken 
in the last ten years. The head teachers were the most vocal about this, possibly because of the 
length of time that they had been teaching, or because their role demands greater reflection on 
philosophy (see Chapter 4.3.3). Head teacher D said: 'You see it comes down to what you think 
education is about. To me it's about more than just getting a job. I would rather see someone 
educated and unemployed rather than vice versa. Life is just richer with a good education'. 
Another said: 'We must value education for its own sake. We need discussion about what we are 
achieving. Are we churning out people who disregard other people, things, themselves? (HT A).
Probably the most vehemently expressed sentiments about the purpose of education came from 
this senior teacher:
It's not just about how many frets you can cram in so that they 
can do as well as children in X country and know all their tables 
by the time they're three. It's not just about economic 
competitiveness and it's not just about preparing people for jobs.
There is a lot more to it than that and if aU you ever do is get 
ready for a job, go and earn money then die, then you've missed 
an awful lot of the point haven't you? (El).
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Seven teachers felt that the spiritual began to address those things which do not appear in the 
current curriculum framework. It's teaching them all the things that aren't going to be in the 
National Curriculum - they’re not the things that I'm going to assess' (B4). This dissatisfrction 
with current educational trends echoes the concerns of Jones (1989), Plunkett (1991), Donaldson 
(1992) and others as seen in Chapter 3.
Despite governmental pressure for schools to emphasise the academic and target focussed 
aspects of education, these teachers were hanging on to a broader set of aims. Such tensions 
are recognised by Halstead (1996) as the 'clash between those who want the curriculum to 
reflect economic relevance and the needs of industry and those who want it to promote 
personal autonomy and the pursuit of truth' (p.27). Many were almost embarrassed to . 
express such views, but it was clear that they felt that in some way the spiritual was part of 
this wider view of education. It was also recognised, however, that increasing timetable 
pressures put areas like the spiritual under threat and that they were easily lost in a school 
day.
6. 4.5 Limits of the school^ s contribution to the spiritual
Underlying these thoughts about the aims and purpose of the spiritual was a recognition that 
school has only a small part to play in children's spiritual development. One teacher said 'We're 
just sowing the seeds' (Al). Another wondered if it was possible to change the children; 
'hopefully they might start to see the world in a different way - if we are successful - would we 
see a change in their lives? (B3). One head teacher argued that too much blame was laid at 
school doors for the problems of society: 'some schools are asked to do miracles' (HT A). One 
head teacher was sceptical of activities designed to 'heighten' spiritual awareness: I  doubt if any 
one could produce the moment for exploring the nature of the spiritual' (HT G).
Three teachers commented on the significance of children's home background in influencing 
spiritual development. One teacher was particularly concerned that schools recognise the limits of 
their responsibilities. It is not my role to influence spiritual development, only to inform children 
about religious matters in order that they/their parents can develop themselves' (B5). The limits of 
the school's influence on spiritual development has also been recognised by Rossiter (1994) and 
White (1994) (see Chapter 3.2).
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6.4.6 Summary
From the interviews it appears that these teachers have some notion of what it is that they are 
trying to achieve when they think of the spiritual lives of the children they teach. For the majority 
it appears to be to do with making children "better people', linked to relationships and reflection 
on one's own values. It is seen as a crucial aspect of pupil development, which is nevertheless 
seen as neglected within current educational jfiumeworks. The spiritual also appeared to be linked 
to how interviewees see their role as teachers and what kind of people they hope the children will 
become. No teacher suggested that their role includes encouraging children to follow a specific 
spiritual tradition as represented by world religions.
6.5 Addressing the Spiritual in the Classroom
All the class teachers interviewed were asked how they felt they addressed the spiritual in the 
work that they did with the children in the classroom. Head teachers were asked how they 
believed it was covered in the classroom. When necessary, teachers were asked which curriculum 
subjects they felt contributed to the spiritual and they were also asked directly about planning for 
and resourcing the spiritual.
6.5.1 Spirituality throughout the curriculum
Ten teachers made reference to the spiritual as something that can be found across the school 
curriculum. One said that 'it permeates - it goes through all aspects, so that they (the children) can 
be wondering about a beautiful poem or the line of a construction' (B3). Another agreed: I  think 
we're doing it all the time, constantly doing it as part of speaking and listening, creative writing, 
anything you do' (E2). One head teacher rejected any idea that the spiritual was some activity that 
was done separately fi'om anything else: Tt isn't something you just DO at one particular point in 
the day — it’s going on through all areas of the curriculum' (HT A). Another head teacher felt that 
school was ideally placed to deal with the spiritual because 'we can give children experiences they 
wouldn't have elsewhere' (HT D).
Clearly these teachers' views reflect the concern of others, including Ofeted, who suggest that the 
spiritual is about an approach to the curriculum which can be found in many aspects of school life 
(see Chapter 3).
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6.5.2 Religious Education
Despite the recognition that the spiritual can be addressed across the curriculum, the main subject 
which was mentioned by the teachers was Religious Education Eighteen of the teachers referred 
to R.E. in connection with the spiritual, all without pronpting. For some teachers, children 
learning about each others' religions was a spiritual task, I think we develop our spirit in this 
classroom also by finding out about other people's religions' (A4). Another drew on her religious 
beliefe to help her with the spiritual: 'I think, because of my religion, that the spirit is to do 
with the bit of you that lives on (B3).
However, not all these references to RE. were positive. For a significant number of the teachers 
(seven), the link between RE. and the spiritual was problematic. What emerged in these 
conversations was a suspicion, not necessarily of the spiritual, but of Religious Education. This 
suspicion led teachers to avoid RE. altogether or to separate it from what they considered 
'spiritual' issues. Some comments showed a deep distrust of the purpose of RE.: 'I won't teach 
children that Christianity is right. I don't believe in it myself and I won't teach them that. And 
I won't teach people who aren't sure if they beheve in God that there is a God when you've 
no means of proving it at all' (B5).
One senior teacher said. I'm not happy about teaching religions. I want to sort of separate it fi'om 
the spiritual. I'm actually opposed to teaching RE.' (E2). Throughout her interview, this teacher 
often referred to her dislike of RE. so it came as a shock when, towards the end of her interview 
she revealed that she has just sent her daughter to a Catholic school where she will be going to 
Mass. This kind of dissonance between personal beliefe and values and those values which some 
teachers saw as appropriate for a county school without a religious foundation, occurred 
elsewhere (see section 6.2 above). It was indicative of the struggles teachers appeared to have in 
finding an acceptable route through the spiritual in their professional life.
Three teachers explicitly stated that they deliberately avoided 'spiritual' discussion during RE.. 
For example, teacher B4 said: I'm sure RE. should contribute to the spiritual, but the way I do it, 
it doesn't' and teacher B2:1 treat it as fret-giving. I suppose there's another side, the spiritual side 
of R.E. that I wouldn't link to any religious tradition'. This could indicate a lack of confidence m 
personal knowledge of religion, which left the teachers unwilling to take on debate about issues
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of which they felt unsure. At the same time these teachers were very happy to talk with their 
classes about ’spiritual issues' such as life and death, as long as there was no reference to religion.
One teacher recognized that it was easy to pay lip-service to the notion of the spiritual in R.E. 
without thinking through the concepts. She recalled a planning session where she deliberately left 
R.E. out. 'We were doing a topic on the sea-side and we were going to do Noah's Ark. But then 
we thought: we're doing it as a story, rather than as a religious story so it doesn't really fit' (B3).
6.5.3 Other subject areas
All teachers were able to identify at least one subject area as contributing to the spiritual in 
response to a direct question about it. The most commonly named subjects were Art (ten 
teachers). Science (eight teachers) and Music (nine teachers). History, Geography and English 
were mentioned by four or five teachers, while individuals made reference to Maths, Drama, 
Design Technology and PE. Personal, Social and Health Education was also identified as a 
separate area by five teachers.
The teachers who made reference to Art saw its contribution as linked mainly to the appreciation 
of others' work. For example: I  see it in the work I've done on artists. I can remember a session 
talking about Kandinsky and the whole discussion was very abstract' (B4). One head saw it as 
part of children's developing cultural awareness: 'We had a display on art fi’om Afiica. We looked 
at how other people find uplrftment, in creativity, which isn't necessarily like our own' (HT C). 
The role of the teacher was seen as inqxirtant by one head: 'We had paintings fi'om Sainsbury"s. 
The children didn't take an interest, the teachers have to take the lead' (HT B). One head used 
children's own art work directly. I  ask the children to draw what they think their spirit looks like' 
(HT A).
It was interesting to find seven teachers making reference to science, which is often seen as the 
antithesis of things spiritual. For most teachers the link came when exploring the natural world. If  
I was doing a science thing and we were talking about little animals. Well, you know how 
children tend to put their feet on them - well that would be a time we'd talk about caring for 
things' (A4).
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For other teachers such science was an opportunity to raise questions about the created world. 
When we were growing things in the classroom. We asked what makes a flower grow, what's 
inside the bulb - there must be a spark of something' (B4), and another: I  look at our pond in our 
environmental area, how it's used and the questions that raises are exciting and uplifting' ( HT C). 
The 'Forces' section of the science curriculum was also seen as a source: T do it, not just through 
the beauties of nature, but through forces. Magnets are a magical topic. We had magnets set in 
liquid and it was just so amazing!' (A3). Another valued magnifying glasses: ‘That’s when they 
go “wow!”, or they say, ‘T never knew that.. ..’ (D2).
Appreciation of music was seen as contributing to the spiritual, not just in the classroom but in 
other aspects of school life. I'd like to have music in the morning. I think it adds to the sort of 
'something seeping in'’ (B4).
For many teachers. Language and the English curriculum offered valuable avenues for 
exploration of the spiritual. Five teachers talked about the children's written work, including 
comments such as, 'Sometimes I pick it out in their writing, for exanqile I asked them to do some 
writing about their favourite room and that was quite interesting' (A2)
Story appeared to be used quite commonly to generate discussion on spiritual issues and ten 
teachers mentioned this. The use of children's literature was seen as an easy way of approaching 
difficult issues or thinking about human behaviour. One teacher said: I'll read part of the story 
then stop to reflect on vriiat's been said, how people might feel in the story, what might happen 
next' (A2). Another suggested that 'story is easier, it evokes joy and sympathy. You can note the 
reactions of children’ (D).
Five teachers talked about language in a broader context and it was recognised that part of the 
task was to develop a vocabulary that children could use to talk about spiritual matters. One 
teacher said: You have to be able to talk about it, you have to have some vocabulary to talk 
about it' (B2). There was a sense of the development of such language from two teachers, and 
this needed to be taught. I  don't necessarily use that vocabulary especially with year 1 .1 would 
probably do a session where I would use that vocabulary, you know, teach it’ (A2). At the same 
time it was recognised that the task was difficult because many adults do not have such a
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language. However the importance of such a task was identified, because Tt’s not until you 
express it, that you know you’re thinking or feeling it. So (our role) is valuing it so that they don't 
feel silly saying “that's a beautiful buttercup’” (HT D).
As we saw in Chapter 2, this recognition of the significance of having a language to express the 
spiritual was identified by Hay (1988). Within faith traditions there may be a developed language 
to talk about such issues, but in the secularised setting of a county primary school, how do 
teachers begin to provide a language which is at one time spiritual, but not tied to any one 
particular tradition? If what Carr (1996) suggests is true, then any talk of the spiritual outside a 
religious tradition is meaningless (see Chapter 1.4.1).
Of the other curriculum subjects, geography, history, drama. Maths, PE and Design Technology 
were all mentioned by at least one teacher. Although these subjects did not appear to be closely 
linked to the spiritual in these teachers' eyes, nevertheless those who made the link had some 
interesting things to say. About Maths, one said: "Even with Maths like.... numbers that go on for
ever, thirikmg of the grains of rice on a chess board ' (A4). Of PE another said, 1 think after
exercise there is a sort of stillness. It's almost like an internal euphoria, when you lie still and it's 
dark and you know that your body’s worked hard, but it's very still' (B5). This same teacher felt 
that technology was valuable 'because they work in pairs or groups and it’s a good way of 
developing their social skills, interaction, sharing and so on'.
Cross-curricular subjects such as Personal and Social Education were also mentioned by 
teachers. Four said that they linked the spiritual to this area. A particular activity within PSE 
programmes is Circle Time. This is used in many infent classrooms for various things and ten of 
these teachers felt that is was a useful way of addressing the spiritual. Some teachers used it to 
promote self-esteem and foster relationships. T have focuses for Circle Time. I always end with 
something like T feel good today because”....And I always end with “pass the hug” or “pass the 
smile’” (A2). Another exaniple was, I  have this special chair which the children take turns to sit 
on. Then we pass round a piece of paper and everyone writes Josh is special because. The child 
then takes the paper home' (Al).
The rules of circle time were considered important and one teacher recognised that it was not
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without its problems: ‘People are not comfortable with sitting down and talking about feelings 
and yet that's what we're asking children to do. So (in circle time) they’re allowed to pass, I don't 
make any of them say anything if they don't want to - and a lot of them do pass’ (B4). This 
echoes the guidelines found in many of the books on spiritual development which insist that 
children must feel comfortable taking part (See, for exairçle, Beesley, 1993).
As we saw in Chapter 3, the link between curriculum subjects and the spiritual has been reiterated 
by Priestley (1988) and others, and the common element appears to be the way in which subject 
matter is handled rather than any specific content. The responses of those interviewed in this 
study demonstrate that approaches which include raising questions, encouraging reflection and 
consideration of the significance of content can be related to any subject. What appears to be 
needed is an open attitude fi-om the teacher who is confident enough to invite response from the 
children together with a willingness to allow time for such exploration.
6.5.4 Planning versus spontaneity
All the teachers were asked whether they planned for the spiritual when they were considering 
the work ahead. Nine teachers said they had included the spiritual when planning, seven felt that 
they didn't really consider it in detail and the remainder said that they did think of it sometimes. 
Of the nine teachers who felt that Circle Time contributed to the spiritual, three said they planned 
it in. One nursery teacher (B3), said that the spiritual appeared as a section on their termly 
planning document. Of those who said they did not plan for it, two teachers felt that it could not 
be planned for: I  don't think it's somethmg you can plan to be honest - and I don't like tenuous 
links with things' (E2), and another recognised that the spiritual did get pushed aside under the 
weight of other demands (C2).
The majority of the teachers seemed to feel that although you could plan how you would address 
the spiritual in any topic, the main thing was to recognise opportunities for it when they arose. 
One said: ‘Yes, you can plan for it, but you also need to allow for it’ (Al) Another said: ‘I don't 
explicitly sit down and think “Oh, I'll do this”. I don't deliberately do that. I mean, if it crops up, 
then I'll pick up on it’ (A2). Some teachers gave examples of work they had done which they 
realised did offer opportunities to discuss spiritual issues once the work was under way. For 
example: ‘No, I can't say I planned it, but when I saw that it was possible, I carried on in that
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vein’ (B4). The word 'spontaneity* seemed to sum up the teachers' views, *I would say it just drifts 
in, it crops up spontaneously* (HT C).
6.5.5 Opportunities for the spiritual
Seven of the teachers interviewed felt that the most important thing for teachers was learning to 
recognise opportunities for spiritual development. One senior teacher had observed a newly 
qualified teacher and commented that, 'when the butterfly came out (of the crysallis) the whole 
class went “aaah” (intake of breath) and I said to her afterwards, build on that* (B4). This same 
teacher felt that 'any area can contribute as long as the teacher has been sensitised to it, to look 
out for things'. The same thought was expressed by another teacher: ‘It’s just being ready to 
(clicks fingers) take the inspiration, seeing where the need is’ (Al). One head teacher felt that it 
was up to those who are expert in curriculum subjects to take the lead: 'You have to bring out 
the potential in subject areas by using the experts' (HT B).
One teacher recognised that it was not possible to attend to this area all the time: ‘I think that 
often you don't have to make a big deal of it, and perhaps on a bad day you don't say anything!’ 
(El). For one head teacher it was about 'pointing out to the children things that we take for 
granted. Sometimes we need to stop and think’ (HT D).
6.5.6 Resources
All the teachers were asked about resources that are available to help teachers deal with the 
spiritual. No teacher mentioned any materials which have been specially designed for dealing with 
spiritual development (e.g. books, such as Beesley, 1993). However, nine teachers were able to 
identify resources readily available around school which could be utilised. These included books, 
especially children's literature; artefacts relating to world religions; natural resources such as 
water, stones and sand; the children's own experiences; the local environment; visits; parents and 
the local community.
Such a picture suggests that while the teachers are resourceful, they may not have had access to 
materials explicitly relating to the spiritual. This may be an indication of its lowly status within the 
curriculum, or that there may not be materials available which teachers would find useful.
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6.5.7 Teaching styles; including discussion
Nine teachers felt that the spiritual was dealt with, not so much in what they do, as in how they 
do it. One teacher felt that It's part of the excitement - the excitement of learning' (A3). Three 
teachers felt that it was the way in which you deal with the children that is inqx)rtant, for 
exan^le: 1 praise, try and find something good in whatever the children do. I explain things, 
when I tell them off... say why I'm not happy. I notice things, like another child saying something 
nice to somebody else' (A2). Another said: It's the way you deal with things in the classroom, like 
anti-racism or bullying' (E2).
Discussion played an important part. 1 think we develop it through discussion, offering my 
opinion, drawing out fi*om what they say, bringing others into the discussion' (B3). Such 
discussion may be informal: 'We often have little chats, sometimes one to one, because they're all 
different, all of them have little worries about different things' (A4). The discussion might also be 
linked to curriculum themes: 'we talked about using our hands for good things rather than bad, 
for making things and being kind to our fiiends' (Dl).
Views such as these draw attention to the inportance of the relationshp between the teacher and 
children. This has also been recognised by many who have written about the spiritual (e.g. 
Hammond et al, 1991; Minney, 1996 cited in Chapter 3).
6.5.8 Summary
It appears that the teachers interviewed were able to recognise spiritual aspects or possibilities in 
the work that they do. There was a sense in which they were all doing what they felt was best, in 
the absence of any specific training, and using their own strengths and interests to build in the 
spiritual where they felt appropriate. There was no sense, however, of any sustained programme 
of intervention or school wide progression. The spiritual appeared to be something which might 
be slotted in at the last moment, or may never even appear in the thinking of the teacher. If the 
spiritual is something which we cannot help but contribute to, whether we recognise it or no, 
then we must accept that although it is not made explicit in these teachers' work, they are 
contributing to children's spiritual development through their words, actions, choice of topic, 
teaching strategies and so on What might be useful is for teachers to have assistance in 
recognising the way that they can contribute to the spiritual through every contact they have with
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the children.
6.6 Addressing the Spiritual within the Wider Life of the School
In the previous section the main focus was how teachers felt that the spiritual related to the 
curriculum work they do in classrooms. In this section the focus broadens to include other 
aspects of school life. Government guidelines on the spiritual (e.g. Ofeted Handbook, 1994), 
suggest that apart from its appearance within curriculum subjects, the spiritual should feature in 
aspects such as Collective Worship and the ethos of the school. Hie interview schedule included 
questions about the part teachers felt school ethos and collective worship played in children's 
spiritual development. All the teachers interviewed mentioned Collective Worship spontaneously. 
Hiree teachers were asked directly about school ethos where they did not raise it.
6.6.1 Collective Worship
Twenty-one teachers made some comments about Collective Worship, most of which related to 
its link with spiritual development. However, for many teachers Collective Worship in general 
was a thorny issue and they took the opportunity to voice their feelings about it; for exançle: 
'you know the dreaded collective worship, having to inpose it. I've seen people withdraw from it 
and being resentful about it' (B3), and It's not appropriate to be coming over with broadly 
Christian views and broadly Christian assemblies and praying when the majority of the children 
are Hindu' (A2). For the teachers of school E, the issue of Collective Worship was particularly 
problematic. They had been criticised by Ofeted for not meeting the requirements for worship, 
even though the assemblies that they were observed to do were judged to have contributed 
positively to children's spiritual development. The teachers at school E felt that the notion of a 
religious assembly was just not appropriate for the multi-cultural school that they had. 'When we 
have assemblies together, it's to show pride in what we've done, sharing, - and that's spiritual as 
well surely, to be sharing what's going on in the school. I think it would be very hard to have any 
sort of religious assembly with such a lot of cultures' (E3). A teacher from school B was 
sceptical of attempts to make Collective Worship more palatable: 'There's this kind of cop out 
thing with prayer isn't there? Where you think of personal achievements and like 'going into 
themselves' and personal stuff. We ask them to just sit and think quietly about things.' Asked 
why she felt it was a cop out, she said, 'well it's a very broad definition of prayer isn't it? (B2).
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The majority of teachers from other schools felt that Collective Worship did contribute to 
children’s spiritual development. A similar view was found by McCreery (1991) in a study of 
schools' responses to the 1988 Act requirements for Collective Worship. One Australian teacher 
(Bl) observed that in her home country all the children went to different assemblies, depending 
on their background. The English way she felt was preferable as it reinforced the sense of 
community. This notion of assembly linked to community was shared by others: 'Assembly is a 
time for unity - the hall was out of action for a time and I feel the children missed out on the 
opportunity to gather together' (Dl).
Assembly was felt to offer various ways of addressing spiritual matters. One head teacher said it 
was about: 'art, music, stories - those who have suffered and achieved - it can be depressing, is 
that still awe and wonder? (HT D). One teacher told of how the themes of assembly were 
followed up in classrooms: 'The theme of the assembles will be on the staff notice board and the 
head will say, this is the assembly, pick up on it in the classrooms' (A2).
One senior teacher was new to the business of planning assemblies, and she recognised that her 
inexperience meant that she was not getting as much out of assemblies as she might: 1 haven't 
really (considered the spiritual) and I'm aware I haven't. I'm scrabbling around trying to find 
appropriate stuff. I'm quite aware that I'm just reading a story, asking a few questions and then 
they all go out. I'm not getting beyond that really. Maybe I will with ejqperience' (B4).
6.6.2 Ethos
Ten teachers talked specifically about school ethos and the spiritual. They seemed to have an 
understanding of what they meant by ethos and they did link it with spirituality. As we saw in 
section 6.2.6 above, the influence of one head teacher was profound, not just within her own 
school, but within others in the local authority. The ethos of this head's school was clearly 
identified as emanating from the personality of the head herself. All staff spoke of the head's role 
in maintaining a spiritual ethos within the school. One said: 'it's so different [here], I mean I even 
noticed on Monday, sitting m a staff meeting talking about mundane things, and my eyes 
just...suddenly this lovely vase of flowers...you don't always notice it every time, but sometimes 
you do and it does make a difference' (A2). One member of staff who now taught somewhere
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else made this comment 1 do miss it as well I've only appreciated what (school) was like, and
its spiritual ethos now I've come away from it. And I find it quite lacking (here) and quite 
obvious' (B4).
For another teacher, 'part of the ethos of a school is the expectation, expectations of staff of 
management, expectations about appearance and cleanliness, of behaviour and courtesy and 
manners and all those things -  those could be said to be about the spiritual' (B5).
6.6.3 Relationships
Eight teachers made references to relationships as they talked about the spiritual. One said: Tt’s 
the way we speak to the children, the way the children react to you, your relationship with them. 
It’s the way we try to encourage them to be with each other, to be with other adults, and the way 
they see us talking to each other - that we are human beings’ (E3). A colleague said, I  would say, 
going back to the views on considering others; consideration for others. I think the school 
contributes to that and I hope we all work towards that' (E2). The positive effects of having good 
relationships were seen by one teacher in how the children treat each other: Ï  don't think we get a 
lot of bullying and I think the children would feel comfortable enough to talk to any of the staff 
about it' (Dl).
One teacher, with some degree of honesty admitted that she has, ''sat at the end of a week and 
thought, you know, I was really horrible to that child, I can say it now, and then you start 
thinking, next week I'm going to home in on that child. I'll speak to that child and be a bit more 
positive' (A2).
6.6.4 Teacher as model
For seven teachers an inqx)rtant part of attending to the spiritual was the behaviour of teachers. 
The notion of leading by example, being a model, was seen as an effective way of transmitting 
spiritual values to children. 'We try to be kind, you know, we try to set an example. If you get a 
bit cross they know that you still like them, you still think a lot about them' (Dl). Another 
commented: ‘you tiy to show through your model, your “saintlier than thou model” [laughs] how 
things should be done’ (Al).
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One teacher was angry at the suggestion, often seen in the media, that teachers do not convey 
values to children. She was confident that teachers know what they are doing: T think, if you're 
40 years old, you've grown up, dealt with problems, brought up your femily, then you can use 
your judgement. I'll bet if you surveyed the teachers within this authority on a moral dilemma, 
they'd all give you the same answer. It comes down to professional judgement, your socialisation 
and the experience you have to become “grown up”’ (B5). Another teacher had different 
concerns. She worried that the ‘model’ of teacher envisaged by the government was limited to 
one type: ‘I don’t mind being a role model because I think I’m quite an OK kind of person. But I 
want to model being open and questioning -  not the traditional type that the government’s after’ 
(C3).
One head teacher believed that it was no good teachers trying to get children to show 'awe and 
wonder' if the adults around them didn't. She felt that teachers needed to encourage children to 
respond to the world, by modelling it themselves: 'Teachers need to show their own wonder, 
perhaps exaggerate it more with the children' (HT D). A teacher in this head’s school believed 
she did this: ‘Although I’m not religious, I can tackle the spiritual because I do find things 
fascinating, I encourage the children to talk, and I’m enthusiastic about things’ (D2).
Another head saw herself as a model to the rest of the staff: 1 don't know how we get through to 
teachers, I think really by exanple, by showing them how the children do respond and often the 
teachers are surprised by what the children come out with' (HT A).
6.6.5 Behaviour
Nine of the teachers made links between the spiritual and children’s behaviour. There was the 
suggestion that if children's spirituality was being addressed then it would find expression in how 
they behave. ‘It’s kind of morals, it’s knowing when to say things and when not to say things’ 
(A4). Involving the children m reflection on behaviour was considered important. ‘I find out if 
they understand what they’ve done wrong. I draw out of them that they do know, hoping that 
they'll give an apology and give an undertaking not to do it again’ (B5).
However there was also a feeling that the spiritual was about more than common courtesy: 
‘being polite and respectfiil isn't quite the same thing is it?’ (B4).
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6.6.6 Other comments
Among other comments about where the spiritual is evident in school were references to 
documentation and resources. Among the documents which teachers felt made reference to the 
spiritual either implicitly or explicitly were policy documents on R.E., PSE, Sex Education, Equal 
Opportunities, Art and behaviour and nursery education. Head teacher C said it appeared in the 
school prospectus.
Two heads felt that it was evident in the choice of resources that the children saw around school. 
'The resources that we consciously promote around the school of black people doing ordinary 
things, black culture, black middle class families these give the indigenous white children here an 
idea that these people are not exotic or different. They are very much like ourselves' (HT C).
One teacher at school A felt that spirituality was everywhere. It permeates all school life - 
Something that is fed into the staff, they are told that it's important by the head. I would do it the 
way ....(head) does it, it feeds into everything, it's all the time, the plants in the staff meeting, the 
stories she tells' (A2).
6.6.7 Summary
The teachers interviewed were able to identify a variety of aspects of school life which make 
some contribution to children's spiritual development. However, it had not been addressed 
specifically by schools (except for school A) and no teacher spoke of coherence or pattern in the 
work that was being done. In contrast, the teachers at school A had a strong sense of the spiritual 
permeating all of school life. This was perceived as being due mainly to the personality and 
philosophy of the head teacher who enç>hasised it regularly. The significance of the head in the 
development of school culture and vision has been discussed in Chapter 4 and it is clear that in 
this case the influence was very strong.
6.7 Evaluating Spiritual Development
One of the issues raised in the review of the Hterature in Chapter 3 is how schools can tell if 
they have had any affect on children's spiritual development. Ofsted (1993) have suggested 
that no attempt to assess individual children's spiritual development is to be made during
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inspections. Instead, the school's provision for spiritual development is to be inspected. This 
raises the issue of how Ofsted might assess the provision as good if they are not going to 
take into account the effect it has on the children. Could a school's provision be rated as 
good if it was providing a lot of opportunities for spiritual development, but the behaviour 
and relationships within the school were poor? Another issue related to White's (1994) 
concerns about the nature of spiritual development (Chapter 3.4). He questioned whether 
we can say that children develop spiritually through maturation as they do m other areas? 
The issue of what the spiritually developed person is like has also been raised earher 
(Rodger 1996 see Chapter 3.4). How do schools know if they are having any effect on 
children's spiritual development? One further issue is that of teachers' own development. 
Minney (1997) has suggested that they may not have considered this area of their lives and 
so it is difficult to see how they can focus on children's development. Finally, there is the 
issue of whether teachers feel that the spiritual is part of their responsibility.
Because of the semi-structured format of the interviews, some, but not all teachers were 
asked whether they felt children did develop spiritually and also how they felt about having 
this kind of responsibility.
6.7.1 Children’s spiritual development
Among the teachers there was a general feeling that there was some kind of development in 
children's spirituality. Twelve teachers commented on this. For one teacher this development 
began at birth: ‘Oh I expect that children do develop spiritually, but I don't know how 
(laughs). I expect human beings do, don't they? You see I think babies are bom with the 
spiritual (laughs)’ (A3). For other teachers such development was not always easy to detect: 
‘It’s difficult to see it with the young ones at this stage. Often you’re getting somewhere if 
they actually stop for a minute and look at something, instead of saying “ugh! It’s an insect”. 
I think it’s very hard to see them developing. And some seem totally unable to look up fi-om 
themselves at all’ (El). Another felt it was only something that could be seen over time: 'I 
think with some occasionally you can see it happening. I think it's something you'd see in the 
longer term, you know when you see those children over one or two years' (E2).
Three teachers spoke of having to consider children's levels of development when choosing
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appropriate work. This might affect choice of subject: 'I don't think I would discuss 
something like death with nursery children. But at this age (year3) they're getting a little bit 
more sophisticated and I tend to sort of throw things at the children and see how they react 
before we move on' (A4), or it might affect the way work is approached: 'I don't think that 
my class are old enough (year 1), or mature enough in their thoughts to be thinking like that 
at the moment. I mean they're at that happy/sad stage. But certainly, in assemblies I notice 
that the older children very much pick up on the themes, use the vocabulary... There's more 
independence of thought and they're creating their own opinions' (A2). One teacher felt that 
a lot of what the spiritual covered was beyond the reach of very young children. 'I just think 
that there is so much that is at a high level, and certainly not relevant to six and seven year 
olds, let alone reception. I think it's quite important that it's done m small stages as well, to 
be able to speak to the children every day, whatever crops up' (E2).
One teacher felt that spiritual development related to children's religious and cultural 
backgrounds: 1 think in some of the other cultures you can see it more, the children go to 
the mosque, it's a regular part of their life' (E2). This was echoed by another, who felt that 
there were links between spiritual development and behaviour. 'You think of a child who 
really believes in religion, he's got a firm foundation and his behaviour is often excellent. 
Whereas children who don't believe, I hate saying it, but somehow it's like -Well I don't 
believe it so I can do whatever I Hke' (Cl).
An interesting view was expressed by three teachers who felt that rather than any sense of 
development, perhaps the children declined in their spiritual awareness. 'I do believe that 
we're all bom with a certain amount and then it gets deadened in a way....I think children 
have that innate operating on a spiritual level, they feel things, they sense things, then they 
get conditioned. I do think we kill off our sixth sense' (B3). Another said: 'I don't know if 
children develop spiritually; my experience has been with a certain age group. I wonder if it 
actually regresses? I wonder if younger children are more sort of in touch, have got less 
hang ups and have less explanations than older children?' (B4). For one head teacher (HT 
A), this was symptomatic of wider society: 'I think that spiritually we're (humanity) even 
further behind than we are emotionally. The spiritual is where the ‘W’ is on our SATsî’ (‘W’ 
means ‘working towards level V on the National Curriculum Standard Attainment Tasks
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and is the lowest level of achievement in national testing). Such views are clearly reminiscent 
of those of Hay (1988) and Donaldson (1994) where neglect of the spiritual leads to loss 
(see Chapter 1.5.2).
6.7.2 Assessing children’s spiritual development
When talking about being able to recognise children's spiritual development, five teachers 
raised the subject of assessment. All such comments were negative and there was strong 
feeling that this was an area that either couldn't or shouldn't be assessed. One teacher was 
clear: 'No, I wouldn't want to assess the spiritual. The word assessment conjures up pictures 
of tests. I would want to encourage it in my class and if there was a child or group of 
children that it seemed to go right over their head, I might sort of try to draw them into it or 
I might just think they're not ready for it and just leave it' (B4).
For one head teacher, assessment gets in the way of the spiritual. 'You pick up water and 
sand and the children are probably thinking something about it whereas the teacher is more 
concerned about how to measure it - sometimes we need to stop and think...' (HT D). 
Another head recognised the difficulties of such an endeavour: 'It's difficult to 
gauge...whether those responses (to art) are appropriate for those children. Is that an 
appropriate response? Should I be doing something to enhance or alter that response, in 
which case it's not their response? So it's not quantifiable in the same way as reading or 
writing skills' (HT C).
6.7.3 Evidence of children’s spiritual development
Six of the teachers were able to describe the kinds of things that they would be looking for 
as evidence that children had 'moved on' in their spiritual understanding. One said: 'Certainly 
by the end of the year, last year, I hope most of them came out more reflective on how their 
actions affected others...sometimes I might have even flogged it with them!' (A2). Another 
said: 'You see it as a general thing don't you? How they, their impressions, or they come 
back to you explaining something. They actually come back and say, 'look at this'. They can 
discuss it in broader terms' (A3).
One teacher saw development in terms of children being able to articulate their feelings.
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They just live life at this stage (year 2), they don't think about anything. Often with younger 
children they don't know why they're feeling angry, or whatever, they haven't got the 
maturity to work things out; whereas you can reason with older children much more' (B2).
For one of the head teachers the evidence should come not just on an individual level but on 
a societal one. I f  we are successful, would we see a change in their lives? It's difficult to 
know the impact we're having, but one should be able to see a change in society or in some 
groups over a period of time. It should become obvious' (HT D).
6.7.4 Evaluating the school’s provision
Few teachers spoke of examining the school's provision for the spiritual. This was possibly 
because they had not spent time focusing on it, even when Ofsted loomed. One teacher 
recognised the influence of her school. 'After they've been here a couple of years, it starts to 
filter through' (A2). The head of the same school recognised the spiritual as a fundamental 
aspect of her school: T ftilly believe that children's spirituality must be developed right from 
birth, giving them beautiful smells, through beauty...’(HT A). This had meant that she was 
especially disappointed when Ofsted had criticised the school's provision: 'That was sad 
really as well, I felt that the inspectors were a bit hard on that. I mean, they said that they 
didn't see the spiritual being developed across the curriculum... and I feel very strongly 
because I feel that it is a strength in the school'. Another head recognised that although the 
school should look at the spiritual, it was not high on the priority list. 'We've had our letter 
from Ofsted and we've listed what we need to do. But spirituahty isn't on our list' (HT C).
Head teacher E felt that the success of a school should be judged by how the children 
emerge. 'I think it's about how we contribute to the development of the children, that's how 
you judge the success of a school, they should leave a better person than when they came in'.
6.7.5 Teachers’ own development
There were no questions on the interview schedule which asked specifically about teachers’ 
own spiritual development. It was felt that this could seem quite threatening, especially to 
those who were unsure of the area. However, three teachers did raise the issue of teachers 
spiritual development.
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One teacher felt that teachers had to take seriously the issues they were raising with children 
and recognised that such issues were also part of the teacher’s own development: 'Really 
you're asking questions about yourself - What do I actually believe? Why do I believe that? 
What do I base anything on? So there's only a limit to how much you can stand back from it' 
(Al). Later in the interview she said: 'It's just something you're continually reflecting on, 
because your own views change. I think there's nothing wrong with telling the children - 1 
used to think that....but what changed my mind was...I just think we've got to be human'.
A head teacher expressed her thoughts about teachers’ preparedness this way: 'It's very 
difficult to explain to people who may not understand what you mean. People have got to 
explore for themselves, haven't they? But if they're not aware and they don't want to accept 
that there's a spiritual aspect to every human being, that's a düemma' (HT D). A younger 
teacher felt that as yet she was not always able to recognize opportunities to address the 
spiritual: Tf it crops up, then I'll pick up on it, but I don't do it deliberately, maybe I'm not 
into that way of thinking yet’ (A2).
One head teacher explained her own spiritual development as follows: 'I feel I've been 
through a process of spiritual development - in spite of being brought up in a strict Catholic 
community. A lot of damage was done, and that's really why I no longer adhere to a set of 
behefs' (HT A).
The notion of teachers’ own spiritual development is a neglected area (see Minney 1995 and 
Chapter 4.2.1.5). Yet some of these teachers clearly recognized that it needs to be 
considered if teachers are to make sense of the spiritual in their work.
6.7.6 The school’s role in children’s spiritual development
Eight teachers expressed views about the school’s responsibility to promote the spiritual. Of 
these, six felt that it was part of what schools should be doing, for example: T see it as part 
of my responsibility for the whole human being to discuss it’(A3). Two head teachers were 
concerned that school should not be the only place taking responsibihty. One said: 'Well we 
can't wash our hands of it. It's easy to say we're not responsible; we are responsible, but so 
are parents and so is society' (HT D), and another: T think it’s a social dilemma, but 
nevertheless in schools we are trying, and here we are being pilloried again, you know, “all
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these discipline problems are down to the schools again”’ (HT A).
One interviewee related it to the role of the teacher: ’If we're just going to be educators, like 
the continental way and just go in, teach our subject and go out again, then no, it's not our 
place to do it. But tf we are into this 'whole child' business then I guess it is our place to give 
them as much in terms of a 'rounded' child, with the knowledge and the skills' (B2).
Where negative views were e?q)ressed, it was because teachers related it to their views about 
R.E.: 'I'm not sure I'd want to be involved in what you are doing to be honest. I have got 
religious views but they are not something I'd want to bring into the classroom. And I'm not 
sure that that's my responsibihty' (E2). For teachers hostile to R.E., the spiritual was a 
problem if they saw it solely in terms of rehgion. However, one teacher felt the problem was 
that the area was just too personal: 'I think a lot of people, like me, don't talk about it much. 
They feel it's very much “WeU this is something personal and nothing to do with other 
people” (El).
6.7.7 Summary
The feeling among these teachers was that on the whole, promoting children’s spiritual 
development was a vahd endeavour. However, they appeared most comfortable with it when 
not related to specific rehgious traditions. None of the schools seemed to have attempted 
any formal assessment of children’s spiritual development and while no teacher felt 
assessment appropriate, teachers did seem to be aware of development within the children. 
Teachers looked mainly to changes in children’s attitudes and relationships and identified 
differences within children at the end of the year or in different year groups. None of the 
schools appeared to have systems in place for monitoring their provision or effect on 
children, and this left them feeling vulnerable at the time of Ofsted inspections.
6.8 Children’s Spiritual Development and Home Background
Eleven teachers made specific reference to children’s home backgrounds when talking about 
the spiritual. Specific events and encounters with children and famifies from different faith 
traditions featured strongly in many of the conversations. On the whole these seemed to
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make teachers wary of tackling sensitive areas such as the spiritual. For example, 'You don't 
want to upset the other families. You don't want to indoctrinate their children with this other 
thing' (Cl).
For those teachers working in a multi-faith context (represented in three of the schools), 
experience of working with families of various religious backgrounds had made them wary 
of having anything to do with religion. If the spiritual was linked to rehgion this also became 
a problem. For example, 'You see it in Islam where there's this rigidity, this fundamentahsm.
I think this is what frightens people because they equate the spiritual with rehgious behefs' 
(Al). Some Christian famihes also came in for criticism, ‘There are people, usuaUy 
unfortunately, strong behevers, they have a strong faith and this is where a lack of tolerance 
comes in, you know, “This is a Christian country and you should be teaching Christianity’” 
(HT A).
In contrast, one head teacher valued the spiritual as a way of counteracting behefs that 
children brought to school with them. 'Many of these children come from backgrounds 
where there is racism, there is racism in this society and this (the spiritual) improves their 
perception of other people' (HT C). Another teacher saw school as a way of promoting 
positive spiritual values which might not be in evidence at home: 'A lot has to do with how 
they're dealt with at home - if they're just getting sworn at and there's absolutely nothing 
there, it's harder for them in school' (A2).
One teacher was nervous about her influence on children's spiritual development. She spoke 
of 'not wishing to disappoint children, but support them in their views. I have a child who 
goes to church and she comes in on a Monday and says "Do you believe. Miss K?" Well, if 
you believe there is a God then you can agree, but I don't want to let her down, because she 
does believe' (Cl). Another teacher was uncomfortable about having to share her own 
beliefs with the children: It's very difficult because they've [the children] got their own 
beliefs, their own family backgrounds. It's OK when they say what they think or believe but 
when the question's fired at you - "Do you beheve in God?" it's difficult' (Bl). Situations 
such as these seemed to make teachers nervous of dealing with the spiritual if they felt they 
might have to respond to questions either that they felt they could not or preferred not to
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answer.
In Chapter 1 the issue of whether we can actually speak of ‘spirituality’ in the singular was 
explored. For these teachers it was clear that there are differences in people’s perceptions of 
the spiritual and their experiences with children and their parents made them sensitive to the 
area and keen not to confront the beliefs of either parents or children.
6.9 Issues for teachers
All teachers were asked what issues they felt surrounded the spiritual, or what issues they 
felt teachers might have concerns about. The issue of dealing with children’s rehgious and 
home backgrounds was chief among these teachers’ concerns. However, there were other 
areas which some teachers raised as problematic.
6.9.1 Embarrassment about the spiritual
The 'suspicion of the spiritual' has been recognised for some time, and was evident in the 
research done by Hay and others in the 1980s. They found that people who felt that they had 
had 'spiritual experiences' were reluctant to discuss them. (Hay 1987, see Chapter 1.5.4). It 
appeared that for some of these teachers too, the spiritual was something they were nervous 
about and that even if they feel they make a valuable contribution to childrens spiritual 
development - they might just keep it quiet.
One head teacher recognised this and found that although she was keen to promote the 
spiritual in her school, sometimes she had to push other staff along. 1 try, through example, 
to encourage the spirituality of my staff but I know there are one or two members who are 
staunch atheists and they think I'm daft' (HT A). Another teacher felt that many teachers do 
address the spiritual without realising it, 'I think an awful lot of people do do it, but perhaps 
feel uncomfortable about saying it...it sounds a bit....you know...(El).
This feeling of the spiritual being a source of ridicule was evident in five of the interviews. I 
suspect a lot of teachers do it, it's just that, it makes you sound like you're part of the God 
squad or something' (B4), and from another, I think people see it as a kind of hippy thing,
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they tend to see it as sort of "let's sit down and talk about our feelings - it's a bit, sort of....' 
(B3^
6.9.2 Resources
Six teachers commented on the lack of specific resources to help them with the spiritual. 
The main resources that teachers used appeared to be children’s literature, natural objects, 
art work, and RE materials. Two mentioned using parents who could talk about their own 
lives as a resource. One teacher talked of herself as a resource, serving as a role model to 
the children (A3). However, another (E2) was apprehensive about the teacher’s role, 
recognizing the vulnerability of children and their relationship with the teacher. Tt’s not my 
job to teU the children that everything I tell them is the truth, the whole truth and nothing but 
the truth. I think that’s where you’re in deep water really’. This contrasted with a younger 
teacher, who felt that focusing on the spiritual might be easier in the primary school because 
‘children are less opinionated, they are more malleable’ (A2).
The lack of time to focus on the spiritual was recognised by five teachers. It was recognized 
that given the demands of other areas of the curriculum, areas like the spiritual were the first 
to be pushed to one side. Teacher B4 felt that teachers are reluctant to get involved with 
such an elusive area because of other pressures.
6.9.3 Further issues about the spiritual
Among the teachers interviewed there appeared to be mixed feelings about their role in 
children’s spiritual development. One described it as ‘walking along a razor blade’ (C3). 
Some appeared to be generally more positively disposed to the spiritual than others. For five 
teachers, lack of knowledge was the chief problem. Teacher Cl recalled thinking: ‘Oh 
please don’t ask me a question when I don’t know the answer to it!’ when questioned by a 
child. In contrast, teacher D2 relished the opportunity to tackle such questions: ‘The more 
experience you get, the more strategies you develop to answer children’s questions. If you 
avoid it, you never learn’. Another, (Bl) was concerned that teachers appeared to teach 
fi-om their own religious perspective: ‘Children are not offered alternatives, teachers are not 
knowledgeable about other religions’. This concern about lack of knowledge arose when 
teachers saw a close connection between religions and the spiritual. Another issue relating to
178
religion was raised by head teacher A, who felt that if teachers had strong religions views, it 
made keeping a neutral stance more difficult. Throughout her interview she referred to 
people without a particular faith commitment as ‘Free thinkers’ For three other teachers, the 
spiritual was not a problem as long as it was kept away from religion.
The notion of confidence was raised by sbc teachers. One felt that there was not enough 
guidance on what the spiritual was (Cl). Others felt that teachers were unsure of what they 
were supposed to be doing. This made them, ‘worried that they’re treading on toes, that 
they’ll say something they’ll regret, perhaps reveal their own prejudice... (Al). Head teacher 
D felt that there was a need to take the mystery out of it to develop confidence. ‘We need to 
know that if we are doing this, then we can be confident we are covering the spiritual. She 
felt that lack of clarity made teachers nervous.
Three teachers expressed a tension between feeling that the spiritual should not be school’s 
responsibility, and at same time wanting to contribute to the over-all development of the 
child: ‘In some ways I just think it’s not our responsibility all that kind of thing. On the other 
hand, if you’re going to have a school as a community, you’ve got to think about it’ (B2). 
Teacher Cl felt that teachers did not see it as an important aspect of their work. Head 
teacher B believed that teachers’ don’t operate on that wave length’. Two other teachers 
(Al and A4) believed that a problem lay with teachers who were nervous of sharing spiritual 
thoughts with the children: ‘I think you’ve got to be very open with them (the children), and 
you’ve got to tell them how you feel as well. I think some teachers find that quite difficult as 
well -  opening up to the children’.
6.10 Similarities and Differences Between Teachers
Among the teachers interviewed there was a wide variety of views, opinions and concerns 
about the spiritual. It was clear that very few of the teachers had made any detailed study of 
what the spiritual means in an educational context, and appeared ignorant of materials and 
government guidelines that have emerged over the last ten years (as suggested by Webster, 
1985; Minney, 1995; see Chapter 4.2.1 and 4.2.3). The reasons for this appear to include 
lack of status for the area in school, lack of time to devote to its development, and more
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significantly perhaps, the reluctance of some teachers to get involved in a concept whose 
definition is so elusive. For some teachers the associations between the spiritual and religion 
proved a stumbling block. For others the sheer weight of demands within the primary 
school, matched with government priorities, did not allow space for the spiritual.
Despite this, it emerged fi-om the interviews that many teachers did have some notion of the 
spiritual which they could use in their work. Some felt that they had arrived at their own 
definition of the term and could see how it appeared in their work. Allowing for the often - 
acknowledged nervousness surroundmg R.E., most teachers appeared fairly positively 
disposed towards the spiritual. They were able to recognise the ways in which they 
contributed to children’s spiritual development within a range of subjects and through their 
working relationships. While most teachers did not consciously plan for the spiritual in their 
work, they were able to recognise opportunities as they arose, and use events from both 
their own and children’s lives to draw out spiritual issues. Beesley (1993) has also suggested 
that teachers are able to see where they contribute to spiritual development (see Chapter 
4.2!).
The maturity of teachers seemed to make a difference to the way they viewed the spiritual. 
The older teachers appeared more confident with their own understanding of it, whether 
they had been teaching a long time or were new to teaching. They were more able to 
articulate their definition of the spiritual and see how it fed into the work they do with 
children. They also felt that they would be able to defend their position if it was challenged 
by others. Younger teachers seemed more hesitant to commit themselves and referred to 
their lack of experience in dealing with such matters. One of the issues raised in Chapter 4 
was that of the teacher’s role when dealing with the spiritual. There was a suggestion that 
teachers needed to be prepared to share their own beliefs and values with the children and 
see themselves as fellow travellers in terms of developing spirituality (see Berryman, 1985; 
Raban, 1987; Plunkett, 1990 see Chapter 4.2.2). This did not find favour among the 
teachers, and in particular it appeared to be the older teachers who were less wîUing to 
‘share’ with the children in this way. Only two of the younger teachers explicitly stated that 
it was important for teachers to be willing to share.
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There were also differences between teachers who had recently qualified and those who had 
been teaching some time. Newly Qualified Teachers in particular felt less confident about the 
area, although it is difficult to decide whether this was because they were also the youngest 
of the teachers. It would have been of value to talk to a mature, newly qualified teacher.
The issue of teachers’ lives infiuencing their approach to their teaching has been explored by 
Goodson, (1992) and Sikes, (1992) see Chapter 4.2.3) and the place of religion in one’s life 
is bound to be significant. The religious background and perspective of the teachers in this 
study certainly appeared to affect their view of the spiritual. Those who indicated a religious 
upbringing tended to draw on that as the starting point for discussing the spiritual. This 
infiuenced them, whether or not they were still active members of that tradition. Although 
their upbringing may have left them hostile to religion it nevertheless provided them with a 
fi-amework to begin their understanding.
There was a major concern among the teachers that one’s own beliefs should not dominate 
the work one does with children. Even the religiously committed wanted to leave their faith 
at the door to some extent. Those who were hostile to religion in schools seemed to have 
the greatest difficulty reconciling their views with the requirement to promote the spiritual 
development of children.
Another significant difference was the perspective of head teachers compared to other 
teachers. Heads appeared more confident in their views on the spiritual and in particular 
tended to see it as a philosophical issue related to their whole view of education. Heads also 
tended to refer to wider society and the place of schools within it. In this sense the head 
teachers appeared to have a sense of ‘vision’ which informed their work and their approach 
to the spiritual. This reflects what has been said about the head’s role and influence in a 
school ( e.g. Nias, 1989; Leithwood, 1994; Grace, 1995; see Chapter 4 .3.3). Furthermore, 
the head appeared to influence the views of the other teaching staff. The extreme cases of 
this were schools A and E. The head teacher of school A was deeply committed to the 
notion of children’s spiritual development and it informed her whole philosophy. Her 
influence was clearly seen among teachers on her own staff and in other schools (see section 
6.6.2 above).
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At the opposite end of the spectrum, the head of school E was reluctant to speak of the 
spiritual because of its association with religion. The two senior members of staff at School 
E also interviewed expressed very similar views. It appeared that the staff had come together 
to defend their position on Rehgious Education (because they knew they did not flitfih the 
terms of the 1988 Act), and that the ‘party line’ was being expressed.
The other three schools had not come together expressly to discuss the spiritual and the 
head’s influence here was less striking. However, the general philosophy and priorities of the 
school could be seen within the interviews. No teacher expressed opposition to the head 
teachers’ stance on the spiritual, although one or two felt that the head might take more of 
a lead.
There did not appear to be a great difference between teachers with different subject 
strengths. Subject specialism did not appear to influence teachers’ views on the subject. 
However, teachers appeared to find it easier to talk about the spiritual when located within a 
subject in which they felt confident.
6.11 Summary and Issues for Further Investigation
The information and views suppHed by the teachers in this initial part of the study, provided 
some useful insights into attitudes towards the spiritual, and while there were no startling 
surprises, the interviews offered a comparison to the literature on the spiritual, and raised 
some issues which might be followed up elsewhere. The main features of the interviews are 
summarised below grouped under three broad headings: preparation for dealing with the 
spiritual; definition/nature of the spiritual and where the spiritual is addressed in school
1. Preparation for dealing with the spiritual
• Concern about the lack of preparation for dealing with the spiritual;
• Openness to the idea of some preparation for dealing with the spiritual;
• Reliance on own personal experiences, background and religious standpoint for
understanding the spiritual;
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• Lack of opportunity to discuss the spiritual with colleagues;
2. Definition/nature of the spiritual
Strong association between religion and the spiritual;
Lack of confidence in one’s own definition of the spiritual;
Wide range of words, phrases and sentiments associated with the spiritual;
Strong association between the spiritual and personal relationships;
Aim of spiritual education linked to personal development;
Links between attitudes towards the spiritual and teachers’ educational philosophy; 
Sensitivity to teachers’, parents’ and children’s personal beliefs;
3. Where the spiritual is addressed in school
Spirituality as a cross- curricular dimension;
Tendency for spiritual issues to arise spontaneously rather than being planned into 
work;
Hesitancy in linking spirituality with Religious Education 
Collective Worship as being a useful vehicle for exploring spiritual matters; 
Reluctance to associate spiritual development with formal testing or measurement; 
Awareness of a sense of development in children’s spiritual capacities 
Recognition of the major influence of the family on children’s spiritual development; 
Lack of resources relating to the spiritual;
Recognition of the value of the spiritual as an aspect of formal education.
In examining the data fi*om the interviews, the question that followed was whether the views 
of these teachers are representative of a wider population. This is the reason behind part 2 of 
the study which followed. The patterns, similarities and differences expressed by these 
teachers were developed into the questionnaire.
In particular, on examination of the transcripts, it began to feel as if there were some 
distinctive ‘types’ of teacher in relation to the spiritual. The views expressed by the teachers 
were, on the whole, fairly consistent; few teachers contradicted themselves. As the 
interviews progressed, it became possible to ‘guess’ teachers’ answers, based on how they
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responded to the earher questions. For example, if the teachers had been able to articulate a 
definition for the spiritual, it usuahy followed that they were able to identify it in their work. 
Another example was the rehgion issue. If teachers expressed unease with Rehgious 
Education, it often fohowed that they were unsure about the legitimacy of the spiritual.
Part 2 of the study begins to explore these and other patterns to see whether these teachers 
were typical in their views and to see whether the patterns which appear here can be 
detected in a wider teacher population.
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CHAPTER 7; STAGE 2; The Questionnaires
7.1 Introduction
The questionnaire was sent to 480 first/infant schools in eight London boroughs during 
the summer term 1999 (see Chapter 5). Two copies were sent to each school with a 
covering letter asking that a senior manager (e.g. Head or Deputy) plus one other 
member of staff should answer it. 132 (27.5%) completed questionnaires were returned. 
The covering letter asked for schools to return unused questionnaires in an attempt to 
track response rates. 193 (40.2%) blank replies were received. Many of these included 
letters from the head teacher explaining why they had not been completed. Among 
these the most common reason was lack of time due to the great pressures facing 
primary teachers. Specific reasons included approaching Ofsted inspections, national 
testing and end of term report writing. Several heads mentioned that they had not asked 
staff if they wished to complete questionnaires and many were clearly returned without 
being read. Two head teachers indicated that the spiritual was not an area which they 
wished to go into either themselves or with their staff.
7.2 Profile of Respondents
The first five questions on the questionnaire asked details about the respondents. 
Teachers were asked to indicate their age, the number of years they had been teaching, 
the age group they were teaching that year and their position within school.
The following tables show the percentage of respondents within each category. This 
information was considered significant due to the patterns which emerged from the 
interviews. These suggested that teachers’ ages and/or their length of experience as 
teachers might affect their attitude towards the spiritual. It was also suggested in 
Chapter 6 that head teachers’ attitudes might be more defined, due to the opportunity 
they may have had to reflect on their own philosophy.
Table 7.1 shows the number of teachers within each of the given age ranges. It can be 
seen immediately that the largest groups are the 41-45 years and 50+ years groups. This 
corresponds closely with Table 7.2 which gives the status of the teachers. The
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questionnaires were addressed to the head teacher of each school and a large percentage 
of questionnaires (28.7%) were completed by this group. The 40+ age groups account 
for 62.1% of the respondents. Of interest is why so few younger teachers, especially 
those in the 20-30 age group responded to the questionnaire. It may be that head 
teachers deliberately asked more mature teachers, or that more mature teachers 
volunteered.
Table 7.1 Age of teachers.
Age of 
teachers Number
Percentage 
of total
20-25 3 23%
26-30 15 11.3%
31-35 18 13.6%
36-40 14 10.6%
41-45 30 22.7%
46-50 17 12.9%
50+ 35 26.5%
Table 7.2 Status of teachers
Status Number of total Percentage of total
Head teacher 38 28.7%
Senior Manager 25 18.9%
Subject co-ordinator 58 43.9%
Main scale 11 11%
NQT 0 0%
The largest group of respondents were subject co-ordinators, making up over two- fifths 
of respondents. A wide range of responsibilities were indicated, covering aU the 
primary subject areas and including areas such as PSHE, student co-ordinator and
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SENCO (special educational needs co-ordinator). 24 teachers had Religious Education 
as a post responsibility, often alongside other responsibilities. By far the largest group 
were those who had responsibilities for key stage 1 (29 teachers). This reflects the focus 
of the study which was referred to in the covering letter. It should be noted that among 
the senior manager and head teacher groups, some indicated responsibility for 
particular subject and cross-curricular areas. However, for the purpose of this analysis 
they are counted in those status groups and not in the subject co-ordinators group.
Table 7.3 shows the status of the teachers within each age group. It can be seen that the 
older teachers tend to hold the more senior posts, which is to be expected. Of interest, 
however, is the high number of respondents who are in the 50+ age group who are co­
ordinators rather than senior managers. This may reflect the general population of 
teachers, but may also indicate a willingness of such teachers to contribute to this study 
due to confidence in the area (see Chapter 6.10 and section 7.6 below).
Table 7.3 Status of respondents by age group.
Age
group
20-25 26-30 31-35 36-40 41-45 46-49 50+ total
Head
teacher
0 0 1 2 13 6 16 38
Senior
manager
0 1 9 3 7 3 2 25
Subject
co­
ordinator
1 8 8 9 10 7 15 58
Main
scale
2 6 0 0 0 1 2 11
NQT 0 0 0 0 0 0 0 0
Totals 3 15 18 14 30 17 35 132
Table 7.4 shows how many years the respondents had been teaching. The least
experienced teachers are in the minority, reflecting the low number of younger
teachers. The largest single group is respondents with 21-25 year of experience,
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reflecting the age profiles of the respondents. However, among the other groups 
numbers are fairly similar. This is of interest if some pattern is sought between 
attitudes to the spiritual and the number of years respondents have been teaching.
Table 7.4 Number of Years Teaching
Number of years teaching Number Percentage of total
1-4 13 9.8%
5-10 24 18.9%
11-14 21 15.9%
15-20 25 18.9%
21-25 29 21.9%
26+ 20 15H%o
Total = 132
Table 7.5 below shows the ages of the teachers and the number of years they have spent 
teaching. It can be seen that the more mature teachers have spent longer in teaching, 
which is to be expected. However it is also possible to see that there are some older 
teachers who went into teaching at a later stage in their lives. For example, one teacher 
in the 41-45 age group had only been in teaching for one year. This information is of 
use in linking influences on teachers’ attitudes towards the spiritual. Which influences a 
teacher more: how long they have been in teaching or how old they are?
Table 7.5 Number of years teaching by age group.
No. o f yrs 
teaching
20-25 26-30 31-35 36-40 41-45 46-49 50+ total
1-4 years 3 5 2 2 0 1 0 13
5-10 years 0 10 9 1 2 1 1 24
11-14 years 0 0 7 4 6 2 2 21
15-20 years 0 0 0 7 10 3 5 25
21-25 years 0 0 0 0 12 5 12 29
25+years 0 0 0 0 0 5 15 20
Total 3 15 18 14 30 17 35 132
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Table 7.6 shows the year groups for which teachers were responsible at the time of the 
survey. 88 respondents indicated a year group that they were teaching. Of the total group 
(132) 44 did not have responsibility for a specific class or were in non-teaching roles. It 
must be noted that in some schools senior managers did not teach and in others, 
particularly nursery schools, the head teacher indicated responsibility for a year group. It 
can be seen that more than half of the group identified the earliest years of schooling as 
their responsibility. This reflects the focus of the survey and the instructions to head 
teachers to approach early years staff to complete the questionnaire.
Table 7.6 Year group taught
Year group taught Number of teachers
Nursery 24 (27.2%)
Reception 22 (25%)
Yearl 18 (20.4%)
Year 2 16 (18.1%)
Year 3 8 (9%0
Total = 88
In the next table this information is presented by groups. Here it can be seen that the year 
groups are feirly evenly spread among the teachers’ age groups. There are fewer teachers 
overall teaching year three. The focus of the survey was teachers working with Key Stage 
One children i.e. from Nursery to Year 2. However, some of the questionnaires went to 
first schools, some of which provide for children up to Year 3.
Table 7.7 Year group teaching by age group
Teacher age groups:
Yr. Group 
taught:
20-25 26-30 31-35 36-40 41-45 46-49 50+ total
N* 0 1 3 3 9 2 6 24
R* 0 4 6 2 4 4 2 22
YEARl 2 4 3 2 1 3 3 18
YEAR 2 1 3 2 4 3 0 3 16
YEAR 3 0 2 3 0 1 0 2 8
Total 3 14 17 11 18 9 16 88
N= Nursery. R = Recqjtion
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7.2.1 Religion
Respondents were allowed to describe their own religious and/or cultural heritage and this 
resulted in some varied descriptions. Twenty-two (16.6%) teachers described themselves 
as Christian. Sixteen (12.1%) described themselves as Roman Catholic and thirty-five 
(26.5%) people called themselves Church of England. Within these groups three described 
themselves as ‘lapsed’ or ‘atheist’. Other Christian groups represented were Baptist (4 
people), Presbyterian (1), Quaker (1) Methodist (2), Salvation Army (1) and Evangelical 
(1). The only other feith represented was Judaism with three teachers describing this as 
their background. Self-identified Christians thus made up the largest religious group (83 or 
62.8%). Nine people described themselves as either agnostic or atheist, and five described 
themselves as of ‘no religion’. Other teachers described themselves in terms of national or 
racial background. Six called themselves British, three people used the term ‘white’ and 
one said that they were English. A feirly large group (22 or 16.6%) declined to answer this 
question, two of them putting a line through the space.
7.3 Analysis of Responses Across the Whole Group
In the analysis that follows, responses are grouped according to the sections on the 
questionnaire. The statements relating to each section are listed and this is followed by 
a table and discussion of the results. Where appropriate, links are made between the 
literature of earlier chapters and findings from the interview data in chapter 6.
7.3.1 Section B Definition/Nature of the spiritual/spiritual 
development.
The questions in the second section asked respondents to register the strength of their 
agreement/disagreement with a number of propositions about spirituality and the nature 
of the spiritual.
The statements related to this area were as follows:
Item 6: Spirituality is a natural feature common to all human beings
Item 7. Human beings develop in spiritual maturity
Item 8. Spirituality is only meaningful within a religious context
Item 9 .1 prefer to think of the spiritual as separate fi*om religion
Item 10. Spirituality can be understood in a religious or a non-religious way
Item 11. The concept of the spiritual has no meaning for me
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Item 12.1 have an understanding of the notion of the spiritual which is useful in an 
educational context
Responses to the items are shown in Table 7.8. In this and subsequent tables, responses 
have been totalled to show the patterns of positive and negative responses as well as 
specific responses to each item Thus a+b = ‘agree’ + ‘strongly agree’ and d+e = 
‘disagree’ and ‘ strongly disagree’.
Table 7.8 Responses to statements about the definition/nature of the spiritual
statement a+b Strongly 
agree (a)
Agree
(b)
Neutral (c) Dis­
agree
(d)
Strongly
disagree
(e)
d+e Total
6.
Common
feature
85
(64.3%)
46 39 36
(272%)
6 5 11
(8.3%)
132
7.
Develop
in
spiritual
maturity
82
(63%)
38 44 35
(26.9%)
6 7 13
(10%)
130
S.Only 
meaning­
ful in 
religious 
context
12
(92%)
8 4 13
(10%)
34 71 105
(80.7%)
130
9.
Separate
from
religion
59
(20.9%)
42 17 41
(31.7%)
17 12 29
(22.4%)
129
10.
Religious 
or non­
religious
97
(74.6%)
69 28 25
(19.2%)
1 7 8
#U% )
130
11.No 
meaning
10
(7.8%)
6 4 19
(14.8%)
10 89 99
(77.3%)
128
12. An 
understa­
nding of 
spiritual
71
(55.4%)
30 41 43
(33.5%)
7 7
(5.4%)
14 128
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Almost two-thirds of the respondents (64.3%) felt that the spiritual was a natural feature of 
human existence and that human heings develop in spiritual maturity (63%, items 6 and 
7). This resonates with the work which originated from Hardy (1991) about the spiritual as 
a biological part of human experience (see Chapter 1.5.4). It is also conçarable to the 
findings of the research led by Hay (1987) which suggested that around 60% of the 
population recognised spiritual experiences in their lives (see Chapter 1.5.4).
In relation to the link between the spiritual and religion there appeared to be a consensus 
(80.7%, item 8) that the spiritual should not be linked to the religious alone. While there 
was a lack of consensus about separating the spiritual from the religious (item 9), a large 
majority (74.6%, item 10) agreed that it could be understood in either a religious or non­
religious way. This appeared to contrast with the findings within the interviews. In these it 
was clear that several teachers felt uncomfortable about linking the spiritual with the 
religious and preferred to work with the spiritual in non-religious contexts (see Chapter 
6.2.3). One questionnaire respondent reflected this attitude, e5q)laining that, T am only 
happy for the spiritual to be considered in a secular education which I wish for all 
children. I found the general questions hard to answer because there’s not a consensus as 
to what should be taught and while religious education remains, there never will be’. It 
may be that the questionnaire data reflect the general theoretical answer (i.e. that the 
spiritual can be religious or non-religious), Wiereas the interviewees were more focused 
on their own professional action in the classroom, hence the greater reluctance to apply a 
theoretical principle to themselves.
About three-quarters of the respondents (77.3%, item 11) disagreed with the statement that
the spiritual had no meaning for them. However, a smaller majority (55.4%, item 12) were
less secure about whether they had reached an understanding of the term useful in an
educational context. Despite this, two-thirds of respondents used the space provided on the
questionnaire for item 12 to offer words and phrases that they associated with the spiritual.
In all, 85 different words and phrases were described, ranging from the explicitly
religious, as in ‘relationship with God’ to broader terms such as ‘feelings’. Again there are
links here with the Hay study (1982), which found that spiritual experiences covered
around 92 different types. By far the most common term used by questionnaire
respondents to describe the spiritual was the term ‘awe and wonder’. Forty respondents
included this in their list. Other terms which appeared regularly were the sense of
something ‘other than self (8 respondents), ‘inner life’ (10 respondents), ‘feelings’ (14
192
respondents), ‘reflection’ (10 respondents), ‘respect’ (8 respondents), ‘meaning’ (8 
respondents) and ‘morals’ (8 respondents). All these words and phrases had been used by 
teachers in the interviews and reflect aspects of the Ofeted statement used as a definition in 
earlier chapters.
Fourteen respondents mentioned ‘God’ in their lists. For some this indicated a personal 
relationship. This is in contrast to the majority of the teachers interviewed, who appeared 
to avoid such a link. The conclusion which might be drawn jfrom this is that among the 
questionnaire respondents there were more teachers who were operating fi-om a committed 
religious viewpoint. There may be several reasons for this. It may be that due to the nature 
of the questionnaire, those teachers who felt more comfortable with the notion of the 
spiritual took part. As head teachers considered which teachers to approach, it may be that 
they identified those with syrqpathies to this area, which could well include those teachers 
with religious commitments. In contrast, the teachers who took part in the interviews 
represented at least a quarter of the staf^ which may have been more likely to draw on 
people fi-om a range of backgrounds and commitments.
It is possible to group the words and phrases used by respondents in such a way as to 
capture the general tone of the definitions. Many of the terms referred to human qualities, 
e.g. empathy, respect, appreciation, caring, sharing, compassion, kindness. Others related 
to human endeavour such as creativity, exploring, curiosity. Some respondents used 
ultimate values to describe the spiritual, such as justice, freedom, peace. Many of the 
phrases were linked to the personal and inner self, e.g. well-being, personality, essence, 
conscience, guilt, mind, heart, and identity. Others focused on relationships, using terms 
such as listening, co-operation, awareness o f others. Words were also used which 
indicated a sense of something beyond, e.g. words like transcendence, non-material, 
invisible. Finally, many respondents used religious terms, such as soul, worship, faith, 
praise, Jesus, and Buddha. This reflects the elusive nature of the spiritual and the
impossibility of pinning it down to a working definition which can be shared by all. One
issue this raises is whether all these terms could be said to be ‘right’. It may be that any
definition is correct as long as it has meaning to the individual.
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7.3.2 Section C Personal perspectives on the spiritual
This section asked teachers to indicate the strength of their agreement/disagreement with a 
number of statements about their personal experience and perspective. The statements 
were as follows:
Item 13.1 draw on my religious/cultural background to help me with the spiritual 
Item 14.1 draw on my personal life experiences to help me with the spiritual 
Item 15. The notion of the spiritual has personal significance for me.
Item 16. There are occasions in my life which I would describe as relating to 
the spiritual.
Item 17.1 do not feel confident in exploring spiritual matters with children in school 
Item 18. Promoting spiritual development is an important part of the teacher's role 
Item 19.1 enjoy focussing on the spiritual in my work.
The responses are shown in Table 7.9
Table 7.9 Responses relating to the personal perspectives on the spiritual
Statement a+b Strongly 
agree (a)
Agree
(b)
Neutral (c) Dis­
agree
(d)
Strongly
disagree
(e)
d+e Total
13.Back­
ground
58
(44.2%)
34 24 38
(29%)
13 22 35
(26.7%)
131
14.Life
experie­
nces
99
(75.5%)
50 49 22
(16.7%)
7 3 10
(7.6%)
131
15.
Personal
signif­
icance
79
(60.7%)
46 33 36
(27.6%)
9 6 15
(11.5%)
130
16.
Spiritual
occasions
87
(66.9%)
48 39 26
(20%)
8 9 17
(13%)
130
17.Not
confident
30
(22.9%)
12 18 37
(28.2%)
27 37 64
(48.8%)
131
18.
Important
role
83
(64.3%)
38 45 32
(24.8)
10 4 14
(10.8%)
129
19.Enjoy
the
spiritual
58
(44.2%)
29 29 51
(38.9%)
12 10 22
(16.7%)
131
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While there was not a clear consensus about using one’s religious background to help with 
the spiritual (44.2%, item 13), a large majority of respondents (75.5%, item 14) admitted 
that their life experiences helped them to understand it. More than half of the respondents 
(60.7%, item 15) felt that the spiritual had personal significance for them and a similar 
number (66.9%, item 16), recognised spiritual occasions in their lives. Again this number 
is comparable to that suggested by the research done by Hay (1991) and others among a 
wider population. Written comments which related to religious or cultural background 
referred to activities such as prayer, contemplation, Bible reading, liturgy and involvement 
in the church.
Specific life experiences featured clearly among the comments, including birth, death, 
marriage, illness, divorce. Respondents also referred to non-specific events such as 
mistakes that I  have made, experiences that have changed me, insights leading to 
peace, trauma and loneliness. The anonymity of the questionnaire allowed respondents 
to mention deep personal experiences such as ‘the death of my baby daughter’. Mention 
of such personal grief was not a feature of the interviews. For many respondents 
response to nature contributed to their awareness of the spiritual and comments 
indicated a heightening of the senses through such experiences. Comments included, 
references to the countryside, climbing a mountain, natural beauty, time in the garden, 
the night sky. Some were very specific as in, ‘sunset over Torcello in Venice lagoon’. 
Comments such as these indicate the wide range of experiences that respondents 
associated with the spiritual. Some included happy occasions, many, very sad 
occasions, but all indicating having been moved in some way.
Respondents appeared to be divided with regard to their confidence in approaching the 
spiritual in school, although only a minority (22.9%, item 17) agreed that they were not 
confident. However, more than half (64.3%, item 18) felt that schools had an inportant 
role to play. Nevertheless, less than half (44.2%, item 19) admitted to enjoying putting the 
spiritual into their work. Comments here also demonstrated some unease about the 
spiritual. Concerns were expressed in relation to the challenge o f a multi-faith setting, not 
being clear o f one’s own views, the ages o f the children involved and the lack o f a 
definition. Few respondents chose to add comments here; however, two indicated the 
extremes of the range. One confident teacher wrote: ‘I believe children can be helped to 
feel purpose in life through an understanding of spiritual awareness’, while a less
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confident teacher felt that ‘it is for a parent in a loving context to cover religious matters in 
a way that they feel best’.
7.3.3 Section D Where the spiritual is addressed in school
In this section the respondents were asked to register the strength of their 
agreement/disagreement with nine statements about how they saw the spiritual as part of 
what the school provides. The statements were as follows;
Item 20. Religious Education offers a valuable setting for exploring the spiritual 
Item 21. Collective Worship offers a valuable setting for exploring the spiritual 
Item 22.1 consider the spiritual when I plan for teaching 
Item 23.1 have never considered the spiritual m my teaching 
Item 24. Many subjects on the curriculum offer valuable settings for exploring 
the spiritual
Item 25. There are many opportunities for exploring the spiritual in the classroom 
Item 26. Opportunities for exploring the spiritual tend to arise spontaneously 
Item 27. Spirituality is evident in the ethos of my school 
Item 28. It is possible to monitor children's spiritual development in school 
The results are shown in Table 7.10 below:
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Table 7.10 Responses relating to where the spiritual is addressed in school
Statement a+b Strongly 
agree (a)
Agree
(b)
Neutral (c) Dis
-agree
(d)
Strongly
disagree
(e)
d+e Tot.
20.
Religious
Education
80
(61.5%)
44 36 35
(26.9%)
9 6 15
(11.6%)
130
21.
Collective
Worship
81
(63.2%)
41 40 29
(22.6%)
7 11 18
(142%)
128
22.Plan for 
the spiritual
52
(40%)
24 28 52
(40%)
17 9 26
(20%)
130
23 .Never 
considered
11
(8.3%)
6 5 15
(11.4%)
30 75 105
(80.3%)
131
24.
Curriculum
subjects
73
(55.3%)
39 34 43
(32.5%)
11 5 16
(12.2%)
132
25.Many
opps.
74
(56.4%)
25 49 40
(30.5%)
14 3 17
(12.1%)
131
26.
Spontan­
eous
82
(62.5%)
36 46 36
(27.4%)
9 4 13
(9.9%)
131
27.Ethos 68
(52.3%)
24 44 42
(323%)
17 3 20
(15.3%)
130
28.Monitor
spiritual
develqjme-
nt
25
(19.3%)
9 16 41
(31.7%)
37 26 63
(48.8%)
129
Respondents were inclined to agree rather than disagree with most of these statements, 
appearing to recognise the opportunities for exploring the spiritual in a variety of ways and 
contexts including curriculum subjects (55.3%, item 24). A large majority (80.1%, item 
23) felt that they had considered the spiritual in their work. The levels of agreement 
relating to R.E., Collective Worship, curriculum, ethos and opportunities for the spiritual 
were rather similar with around a half of respondents agreeing with the statements. Less 
than half (40%, Item 22) felt that they planned for it in their work, but rather more (62.5%, 
item 26) believed that opportunities for it arose spontaneously. Roughly half the 
respondents tended to feel that monitoring children’s spiritual development was not 
possible (48.8%, item 28) and only one in five believed that such monitoring was possible.
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In the space allowed for additional comments, all curriculum areas were mentioned. Most 
respondents believed that various curriculum areas could contribute to the spiritual. The 
subjects which appeared most often were Science (54 respondents). Art (51 respondents) 
and Personal Social Health Education (40 respondents). The link between the spiritual 
and the Arts appeared in the questionnaire material and is common in the literature (see 
for example Slee, 1992b and Starkings, 1993). The link between spirituality and science 
was less expected, but clearly seemed to be significant to these teachers. It is all the more 
interesting when the spiritual has traditionally been linked to religious education -  a 
subject which has sometimes been considered incompatible with science. The link 
between the spiritual and PSHE seems to reflect the feelings of respondents that the 
spiritual is very personal in nature and is to do with an individual’s developing seft- 
awarenesss and sensitivity to others. Language, Music, Geography and History were 
thought to contribute to the spiritual by between thirty and thirty-five respondents, with 
Drama, Maths and Physical Education being referred to least (10 -  14 respondents). Six 
teachers included one of the Early Years Desirable Learning Outcomes: ‘Knowledge 
and Understanding of the World’. Religious Education was referred to by thirty-four 
teachers, being approximately 25%. This view coincided with the majority teacher 
response (61.5%, item 20), but contrasted with many of the teachers from the interview 
study who said that they tended to avoid linking R.E. and the spiritual.
A range of activities were identified as offering opportunities to explore the spiritual 
dimension. Most frequently mentioned were situations which arose from issues 
concerning the children, e.g. when they feced trauma such as parental divorce, from 
questions they ask and situations they face, such as in relationships. Circle time was 
highlighted as a specific time to address the spiritual, as were science topics such as 
growth, the natural world or animals. Such opportunities tended to be used spontaneously 
rather than as something that was planned into the work, and teachers highlighted 
discussion as the main way of dealing with such issues.
In terms of school ethos, the chief way the spiritual was said to appear was through 
relationships. ‘Mutual respect’ was indicated as a major con^onent. Other examples 
included the school’s charity work, gatherings, the nature of the teachers, and in one case 
the positive influence of the head teacher. Similar elements were seen in the comments 
from the interview teachers.
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The notion of monitoring children’s spiritual development produced a range of 
comments. Despite the low number of teachers who indicated that such an endeavour was 
possible or desirable, some teachers were able to suggest ways that it could be done. 
Observation was indicated as a useful tool, as was monitoring children’s responses to 
activities. Some teachers felt that it was part of a teacher’s growing knowledge of the 
child. The things to look out for during such information gathering included awareness o f 
others, how children consider issues, children’s actions, and their understanding o f 
religion. Teachers also suggested that their own planning could be monitored to trace 
inclusion of the spiritual, that children’s creative writing could be examined and that a 
record of children’s comments could be kept.
7.3.4 Section E Aims/purposes of addressing the spiritual
This section addressed the issue of the purpose of the spiritual in school. The statements 
were as follows:
Item 29. Schools play an important part in promoting children's spiritual 
development
Item 30. Promoting spiritual development is a valid endeavour for schools 
Item 31.1 am unsure of the purpose of addressing the spiritual in school 
Item 32. Attending to children's spirituality is valuable for their future lives 
Item 33. Attending to children's spiritual development contributes to the 
good of society 
Item 34. There is little time for exploring the spiritual in school
Responses to the statements are shown in Table 7.11 below:
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Table 7.11 Responses relating to the aims/purpose of promoting spiritual 
development in school
statement A+b Strongly 
agree (a)
Agree
(b)
Neutral
(c)
Disagree
(d)
Strongly
disagree
(e)
d+e Total
29.ImpOTtant
part
81
(61.8%)
34 47 35
(26.7%)
12 3 15
(11.4%)
131
SO.Valid
endeavour
90
(68.7%)
42 48 30
(22.9%)
6 5 11
(8.3%)
131
31.Unsure 
of purpose
19
(14.7%)
10 9 24
(18.6%)
39 48 87
(67.4%)
129
32.Valuable 
for future 
lives
96
(74.4%)
48 48 28
(21.7%)
3 2 5
(3.8%)
129
33.Good of 
society
102
(77.8%)
52 50 26
(19.8%)
2 1 3
(22%)
131
34.Little 
time for
50
(38.1%)
14 36 36
(27.4%)
19 26 45
(34.3%)
131
On the whole this section demonstrated a feirly positive attitude towards the importance of 
the spiritual (items 29, 30, 32). More than half of the respondents felt it to be an important 
part of children’s education (61.8%,item 29), with much larger majorities believing that it 
prepared them for their future lives (74.4%, item32) and especially contributed to the good 
of society (77.8%, item 33). One teacher felt it particularly important in areas of social 
deprivation.
Only a small minority of respondents (14.7%, item 31) felt unsure of the purpose of the 
spiritual, but there was no consensus about how time affected provision for it (item 34). 
Two teachers however, suggested that given the current emphasis on the Literacy and 
Numeracy strategies, time for exploration of the spiritual was under threat.
7.3.5 Section F Training /Preparation for dealing with the spiritual
In this final section the teachers were asked to comment on the way they had been 
prepared to address the spiritual in their work. The statements were as follows:
Item 35.1 was prepared for dealing with the spiritual in my initial teacher training 
Item 36.1 have been able to discuss spiritual development with colleagues
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and/or during INSET 
Item 37.1 feel unprepared to deal with the spiritual in the classroom 
Item 38. Maturity brings confidence in relation to dealing with the spiritual 
Item 39.1 would welcome fiirther training on the spiritual 
Item 40. There is enough for teachers to leam about without worrying about 
the spiritual
Responses are shown in Table 7.12
Table 7.12 Responses relating to training/preparation for dealing with the spiritual
Statement a+b Strmgly
Agree
(a)
Agree
(b)
Neutral
(c)
Disagree
(d)
Strongly
disagree
(e)
d+e Total
35.ITE 14
(10.8%)
7 7 11
(8.5%)
25 79 104
(80.6%)
129
36.INSET 37
(282%)
17 20 31
(23.6%)
30 33 63
(48%)
131
37.
Unprepared
31
(23.6%)
11 20 37
(282%)
26 37 63
(48%)
131
38
Maturity
71
(55%)
30 41 35
(27.1%)
10 13 ■ 23
(17.8%)
129
39.
Welcome
training
71
(54.1%)
32 39 40
(30.5%)
8 12 20
(152%)
131
40.
Enough
without
spiritual
13
(10%)
8 5 34
(26.1%)
25 58 83
(63.8%)
130
A large majority (80.6%, item 35) did not recognise any preparation to deal with the 
spiritual in their initial training. Just over half (48%, item 36) did not recognise it in 
subsequent training although a similar proportion felt prepared enough to deal with it. 
About half the respondents believed that maturity helped in dealing with the spiritual (5%, 
item 38), and a similar number would welcome more training for it (54.1%, item 39). 
More than half (63.8%, item 40) disagreed with the idea that there was enough to do 
without worrying about the spiritual, with only 10% agreeing with this statement.
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7.3.6 Summary
Many of the views and responses shown by these teachers echo the thoughts of the 
teachers in the interview study. The main differences appear to be in the more positive 
attitude of the questionnaire respondents towards religion and the spiritual. In the absence 
of specific training or school focus on the spiritual, these teachers also appeared to draw 
on a range of experiences to help them address it in their work. At the end of one 
questionnaire, a teacher summed up how she saw the fink between the teacher and the 
spiritual: ‘Teachers’ responses to spiritual things depends on their own positive or 
negative experiences, -many seek some sort of spirituality, others are lost, others find it 
difficult to express. Many of the children wish to seek, but seeking is prevented, squashed, 
not encouraged by their home fife, family experiences and values’.
7.4 Differences in Attitudes According to Age
One of the themes emerging firom the interview data was the issue of how far teachers’ 
attitudes towards the spiritual were influenced by their age. In Chapter 6 it was suggested 
that the more mature teachers appeared to be more confident with the spiritual than 
younger teachers. The questionnaire responses cast some fight on this.
The data were organised according to age groups to identify the level of agreement on 
each item Table 7.13 shows the level of agreement for each item according to age group. 
H = More than 75% of age group indicated that they strongly agreed with the statement. L 
= More than 75% of age group indicated that they strongly disagreed with the statement.
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Table 7.13 Levels of agreement to Items within age groups
Number of years teaching (number in groiq) in brackets)
Item
21-25
(3)
26-30
(15)
31-35
(18)
36-40
(1 4 ).
41-45
(30)
46-49
(17)
50+
(35)
6 H
7 H H
8 L L
9
10 H H
11 L L
12
13
14 H H
15
16 H H
17
18 H
19
20
21 H
22
23 L L L L
24
25
26 H
27
28
29 H
30 H H
31 L
32 H H
33 H H H H
34
35 L L L L
36
37
38
39 H
40 L
H= More than 75% of age group indicated strong agreement with statement 
L= More than 75% of age group indicate strong disagreement with statement
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Three statements appeared to draw consensus across the age groups. Four age groups 
disagreed with the statement T have never considered the spiritual in my teaching’ (item 
23). This indicated that most age groups believed that they had considered it at some point 
or in some way. Four groups agreed with the statement ‘Attending to children’s spiritual 
development contributes to the good of society’ (item 33), again suggesting that this was a 
view shared by most age groups. Finally, four age groups disagreed with the statement, ‘I 
was prepared for dealing with the spiritual in my initial teacher training’ (item 35), 
showing that across the years, the spiritual does not appear to have been included in such 
programmes or that if it was, it had very little impact on memory.
There are some differences between the age groups. Of most significance is the large 
number of statements which appear to find consensus within the 41-45 age group. They 
showed consensus on twelve of the items. They strongly agreed with statements relating to 
the value of the spiritual and the role it plays in children’s education (items 29, 30, 32, 33). 
They also indicated that there were many opportunities for developing the spiritual, which 
could arise spontaneously (item 26). This might indicate a sense of being at ease with the 
spiritual and its wider role within education. The group strongly disagreed with many of 
the negative statements which referred to being unsure of the purpose or never having 
considered the spiritual, such as items 23 and 31. They also showed consensus on item 40 
and disagreed with the suggestion that there was enough to do without worrying about the 
spiritual.
The 50+ age group, 26-30 age group and the 31-35 age group all showed consensus on six 
questions (whilst allowing for caution over the sanqjle size). 50+ age group had consensus 
on item 14 which referred to using life experiences to help them understand the spiritual. 
They also saw the spiritual as a valuable aspect of school life with benefits to both 
children and society.
The 31-35 age group agreed with the statement that children develop in spiritual maturity. 
They also saw the value of the spiritual for children’s lives and society, but they also 
indicated that they would welcome further training/in-put on the area.
The 26-30 age group disagreed with the statement that the spiritual is only meaningful in a
religious context. They agreed that it could be understood in a religious or non-religious
way. This group indicated that they drew on life experiences to help them with the
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spiritual and they also agreed about the value of Collective Worship for contributing to the 
spiritual.
The 36-40 age group showed least consensus, with only 3 statements finding 75% 
agreement/disagreement. They felt that people develop spiritually and recognised spiritual 
occasions in their lives. They also felt that the spiritual contributed to the good of society. 
The 21-25 age group was so small in number that a conparison here did not appear to be 
useful.
It seems important to note here that while the data above identifies those statements which 
75% of the group agreed upon; in many of the other questions more than half the group 
gave similar answers.
It is not possible from this data to explain why there are differences among the groups. 
They could be related to: how long the teachers had been in the profession, maturity, 
status within the profession or to the life stage that teachers are at. For exanqjle, perhaps 
the 36-40 age group are busy with other aspects of their lives and have little time for a 
consideration of the spiritual. On the other hand, perhaps the 41-45 year olds are able to 
give more attention to this aspect of their work due to their position in the school or 
particular stage of life. Perhaps the 50+ age group feel more comfortable with issues such 
as the spiritual having had a lengthy life in which they may have encountered a wide range 
of human experiences.
7.4.1 Defînition/nature of the spiritual
Responses to statements in Section B demonstrate a level of agreement among the groups, 
in line with the findings across the whole group. The issue of whether or not spirituality in 
only meaningful within a religious context (item 8) found consensus within the 26-30 and 
46-49 age ranges, who also agreed with the notion that the spiritual could be religious or 
non-religious (item 10). All groups agreed with the notion of spiritual maturity (item 7), 
with the 31-35 and 41-45 age groups having most consensus. Of particular significance 
was the finding that almost all (28 out of 30) respondents in the 41-45 age group disagreed 
with the statement that the spiritual had no meaning for them (item 11). This suggests that 
they do feel that the spiritual has significance. The 50+ age group showed agreement
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within all the statements in Section B indicating a high level of consensus for all the issues 
raised.
7.4.2 Personal Perspectives
All groups showed consensus in the notion of using life experiences to help them with the 
spiritual and felt that there were occasions in their lives which they would describe as 
spiritual (items 14 and 16). In relation to confidence in approaching the spiritual (item 17) 
there was a difference between the groups. The 41-45, 46-49 and 50+ age groups had a 
high level of consensus on this issue, indicating that they felt confident in this area. 
However, the 26-30 age group indicated that there was some lack of confidence for the 
area. The other groups showed no great consensus. This could suggest a growing 
confidence for the spiritual within the 40+ age groups. The only group who appeared to 
show consensus in enjoying work on the spiritual seemed to be the 36-40 age group. 
Once again in this section the 50+ age group show a high level of consensus in all items.
7.4.3 Spiritual in school
The statements in this section found similar levels of agreement across the groups. 
Differences appeared most markedly on the issue of monitoring children’s spiritual 
development (Item 28). Here consensus is shown only by the 41-45 and 46-49 age groups, 
vriio feel that it is not possible. Other groups appeared to be divided by the issue.
7.4.4 Aims/purpose of the spiritual
Most groups speared to show consensus on the issues raised in this section. For several 
of the statements there was agreement of more than 75% across several groups (e.g. Items 
30, 32, 33). The 41-45 and 50+ age groups displayed most consensus on the issues. This 
reflects the findings of the interviews where more mature teachers, usually head teachers 
appeared to be more confident in expressing their philosophy of education.
7.4.5 Education and Training
Views regarding education, training and preparation for dealing with the spiritual appear 
to be divided. Only the 26-30 ^oup show consensus on the issue of INSET (In-service 
Education for Teachers), indicating that they have not received any in relation to the 
spiritual. In contrast to the other groups, the 50+ age group seem agreed that they feel 
prepared to deal with the spiritual despite the lack of specific in-put. The upper age groups
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(36+) appear to show consensus on the issue of whether teachers already have enough to 
do (question 40). They show disagreement with this statement in contrast to a lack of 
consensus in other groups.
7.4.6 Summary
While some differences are apparent within groups, it is not possible to identify 
sufficiently clear patterns to establish that maturity affects teachers’ attitudes towards the 
spiritual. However, there is a tendency for higher levels of agreement among the older age 
groups and this could suggest a similarity of perspective in which maturity and life 
experiences are significant.
7.5 Patterns in Attitudes
As the questionnaires were scrutinised, it became apparent that patterns were appearing in 
the way teachers responded to the items. A consistency began to emerge in the way that 
individual teachers responded across the questionnaire. The pattern became pronounced 
enough that it was almost possible to predict responses to some items based on the 
responses given to others. The result was that many questionnaires began to look very 
similar. An examination of the responses showed that teachers were answering specific 
questions in a similar way. To examine this phenomenon further, items on the 
questionnaire were categorised as indicating a positive or negative attitude towards the 
spiritual as follows:
Items which suggested a positive/confident attitude towards the spiritual:
Section B:
6. Spirituality is a natural feature common to all human beings
12.1 have an understanding of the spiritual which is useful in an educational context
Section C
13.1 draw on my religious/cultural background to help me with the spiritual
14.1 draw on my personal life experiences to help me with the spiritual
15. The notion of the spiritual has personal significance for me
16. There are occasions in my life which I would describe as relating to the spiritual
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18. Promoting spiritual development is an important part of the teacher’s role
19.1 enjoy focussing on the spiritual in my work
Section D
20. Religious Education offers a valuable setting for exploring the spiritual
21. Collective Worship offers a valuable setting for exploring the spiritual
22.1 consider the spiritual when 1 plan for teaching
24. Many subjects on the curriculum offer valuable settings for exploring the spiritual
25. There are many opportunities for exploring the spiritual in the classroom
Section E
29. Schools play an important part in promoting children’s spiritual development
30. Promoting spiritual development is a valid endeavour for schools
32. Attending to children’s spirituality is valuable for their future lives
33. Attending to children’s spiritual development contributes to the good of society
Section F
35.1 was prepared for dealing with the spiritual in my initial teacher training
36.1 have been able to discuss spiritual development with colleagues/during INSET
39.1 would welcome fiirther training on the spiritual in education
Items which suggested a negative/unconfident attitude towards the spiritual:
Section B
11. The concept of the spiritual has no meaning for me 
Section C
17.1 do not feel confident in exploring spiritual matters with children in school 
Section D
23.1 have never considered the spiritual in my teaching 
Section E
31.1 am unsure of the purpose of addressing the spiritual in school
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Section F
37.1 feel unprepared to deal with the spiritual in the classroom
40. There is enough for teachers to leam about without worrying ahout the spiritual
From this there appeared to be four ‘types’ of response to the questionnaires. The first 
type comprised of teachers who agreed with the most positive statements about the 
spiritual e.g. Item 19: ‘I enjoy focusing on the spiritual in my work’. These teachers 
tended to respond positively to all or most of such statements and disagreed strongly with 
the negative statements e.g. Item 1: ‘The concept of the spiritual has no meaning for me’. 
A second type were those who agreed strongly to some of the positive statements, but 
were not as confident with some statements, offering a more neutral response. A third type 
tended to respond to items using a neutral response, with varying degrees of agreement 
and disagreement on other (positive) items. A fourth type tended to indicate a negative 
response to the issue of the spiritual due their agreement with negative statements, e.g. 
Item 17 ‘I do not feel confident in exploring spiritual matters with children in school’. It is 
not suggested that all responses to the questionnaire matched exactly to one or other of the 
four types, but it was possible to discern a tendency towards one position or another.
As a result of this phenomenon, all the respondents were categorised into one of four 
types, based on their tendency toward one or other of the typical patterns of response. As a 
check on the reliability of the allocation of respondents, twenty questionnaires were given 
to a third party with the details of the items and categories. They were asked to group the 
respondents into the four types. Fifteen of the respondents were grouped in the same type 
by both. After discussion, agreement was reached on the other five, with the recognition 
that there was some crossing of types in relation to the balance of how they answered 
items. The 75% agreement between allocations to type was considered sufficient to 
advance these types as meaningful and empirically sound. The four types may be 
described as follows.
Type 1. Positive and confident about the spiritual (positive/confident)
These teachers strongly agreed with more than half of the ‘positive’ key statements. 
They had a low level of agreement with all the ‘negative’ statements and were thus 
deemed to have a positive and confident attitude towards the spiritual. Of the 132 
respondents, 42 (31.8%) tended towards this type.
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Type 2. Positive but less confident about the spiritual (positive/less confident)
These teachers tended to use the ‘agree’ to ‘disagree’ range on most of the items. They 
may have agreed with one or two of the negative questions and tended not to use the 
‘strongly agree’ or ‘strongly disagree’ responses. They were thus deemed to be fairly 
positively inclined towards the spiritual, but as having some reservations or uncertainties. 
Of the 132 respondents, 48 (36.3%) tended towards this type.
Type 3. Ambivalent
These teachers tended to make most use of the ‘neutral’ response. If teachers answered 
with a neutral response to more than half of the questions they were deemed to be 
ambivalent towards the spiritual. Of the 132 respondents, 27 (20.4%) tended towards 
this type.
Type 4. Negative about the spiritual
These teachers strongly agreed with some of the most negative statements. If they 
strongly agreed with more than half of these statements, and they showed 
ambivalence towards the positive statements, they were deemed to be negatively 
inclined towards the spiritual. Of the 132 respondents, 15 (11.3%) tended towards 
this type.
Overall, 68% of respondents (positive/confident + positive/less confident) were, on the 
whole, positively disposed towards the spiritual in education. One reason for this could 
be that the teachers who chose to respond to the questionnaire tended to be those who 
were more positive about the spiritual. In other words, if teachers were hostile or 
disinterested, they chose not to answer. Another reason might be the high number of 
senior teachers who responded. It has been suggested earlier (see Chapters 4 and 6), 
that if confidence in the spiritual is linked to age or status, that would account for a 
more positive set of responses. In order to analyse this further, the four types of 
respondent were grouped according to age, status and number of years teaching.
In the analyses which follow patterns relating to differences between groups of 
respondents are explored. Differences were sought relating to the age of respondents, 
the number of years spent in teaching and their status. Results were also subjected to a 
chi-squared test to determine statistical significance. Due to the low number of
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respondents within some categories, it was necessary to condense categories in order to 
satisfy the chi-squared requirement of minimum numbers in each cell.
7.6 Types of Teacher in Relation to Age Groups
It was suggested in Chapter 6 that teachers’ confidence in dealing with the spiritual in 
school could be linked to their age; that more mature teachers, with more life 
experience and often more classroom experience, might be more comfortable with it. If 
this is the case then it might be possible to see this confidence reflected in the ages of 
the teachers within the four ‘type’ categories identified above. Based on the number of 
respondents within each age group it is possible to suggest how many should appear 
within each of the four ‘type’ categories
e.g. positive confident= 31.8% of total group
expected number of head teachers is 31.8% of 50+ group (35)
35x31.8%=! 1.3
If age does contribute towards attitudes towards the spiritual, then the numbers in each 
group would by greater than or less than expected numbers based on percentage within 
the whole group. Table 7.14 shows the expected number of respondents in each 
category and Table 7.15 shows the actual results.
Table 7.14 Expected number of respondents within each type.
(based on percentage of the group as a whole)
Positive/confident Positive/less confident Ambivalent Negative
20-25 0.9 1.2 0.6 0.3
26-30 4.7 5.4 3.3 1.6
31-35 5.7 6.5 3.6 2
36-40 4.4 5.3 2.8 1.5
41-45 9.6 10.9 6.2 3.3
46-50 5.4 6.2 3.5 1.9
50+ 11.2 12.7 7.2 3.9
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However, if age is a factor in determining attitude towards the spiritual, it would be 
expected that more respondents from the older age ranges would appear in the 
positive/confident and positive/less confident categories.
Table 7.15 Actual number of respondents within each type
Age group positive/confident positive/less confident ambivalent negative
20-25 0 2 1 0
2&30 4 3 7 1
31-35 6 7 3 2
36-40 8 3 2 1
41-45 10 10 4 6
46-50 4 6 5 2
50+ 11 14 8 2
The 20-25 age group is difficult to analyse in this way as there were only 3 respondents. 
However, they appear to be slightly less positive than expected. The 26-30 age group 
has slightly less positive /confident respondents and more ambivalent respondents than 
expected. This could suggest that there is either some disinterest or distinct lack of 
confidence in the spiritual within this age group. The 31-35 age group appear to match 
expectations with numbers in the group being spread evenly across the categories. This 
suggests that as a group they are very similar to the whole sample in attitude. The 36- 
40 age group appear to have more positive/confident and less positive/less confident 
respondents than expected. The 41-45 age group appear to have more negative and 
ambivalent respondents than expected. The 46-50 age group has less positive/confident 
members and more ambivalent members than expected. Finally the 50+ age group has 
more positive/less confident respondents and less negative respondents than expected. 
However, when age groups were combined to ensure a minimum frequency of 5 in each 
cell and the figures were subjected to a chi-squared test the result indicated no 
statistical significance (% 2 = 1.12 df= 4 and p>0.05).
In short, no clear picture emerges from this in terms of the relationship between age and 
the spiritual. It could be said that the 50+ age group were more positively disposed 
towards the spiritual, but there does not appear to be any ascending order of confidence 
relating to age.
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7.7 Link between the Number of Years in Teaching and 
Attitudes Towards the Spiritual
In the interview data explored in Chapter 6, there was a suggestion that those teachers 
who had been teaching for some time had had more opportunity to consider the 
spiritual and develop confidence in it. If this is the case then it would be expected that 
the more experienced teacher might be more positive/confident in the spiritual.
If the types of teacher were spread evenly across the length of service groups, then the 
results would be as in Table 7.16. Table 7.17 shows the actual results.
Table 7.16 Expected numbers based on percentage of whole group.
Number of years positive/confident positive/less confident ambivalent negative 
Teaching
1-4 4.2 4.7 2.7 1.4
5-10 7.6 8.8 4.9 2.7
11-14 6.7 7.6 4.3 2.4
15-20 7.9 9.2 5.1 2.8
2TJ5 9.2 10.6 5.9 3.3
26+ 6.4 7.3 4.1 2.2
Table 7.17 Actual numbers of types per length of service groups.
Number of years positive/confident positive/less confident ambivalent negative
Teaching
1-4 5 6 2 0
5-10 6 9 6 3
11-14 6 10 2 3
15-20 6 7 6 6
21-25 13 10 5 1
26+ 7 7 5 1
It can be seen that there are no major differences between the expected results and the 
actual results. However there are minor differences within groups which are worthy of
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notice. In the 1-4 year experience group there appear to be more positive/less confident 
teachers and less negative teachers than expected. This might suggest that the teachers 
who are fairly new to the profession feel positive towards the spiritual as an aspect of 
their work. Among the 5-10 year group there were less positive/confident and more 
ambivalent teachers than expected. This might suggest that teachers with some 
experience placed less emphasis on the spiritual. This pattern is also seen in the 15-20 
year group. Among the group who had been teaching 11-14 years there were more of 
the positive/less confident type and less ambivalent types than expected. The group 
who appeared most positive were the 21-25 years group who had more 
positive/confident types than expected. Could this be due to a combination of their 
maturity and the fact that many of these teachers were heads? Finally, among the 26+ 
age group, there were less negative types than expected, perhaps again indicating a 
confidence due to maturity. When years-of-service groups were combined to produce a 
minimum fi-equency of five in each cell, and the figures subjected to a chi-squared test, 
there does not appear to be a significant difference between expected and actual 
outcomes (%2 = 1.939 df = 4 p>0.05).
7.8 Link between Status and Attitudes Towards the Spiritual
In Chapter 6 it was possible to see that among the interviewees, confidence in relation 
to the spiritual could be linked to the status of the teacher, in particular the fact that 
head teachers appeared to have a more developed sense of the spiritual than say, newly 
qualified teachers. The different ‘types’ posed by the questionnaire analysis were 
examined to see whether teachers’ status had an impact on attitude towards the 
spiritual.
If the four status groups were spread evenly among the four ‘types’, then the results 
would be as follows:
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Table 7.18 Expected number based upon percentage of whole group:
Status positive/confident positive/less confident ambivalent negative
Head
Teacher
Senior
Management
Team
Subject
Co-ordinator
Main Scale
12.1
7.9
18.4
3.5
13.8
9.1
21.1
3.9
7.8
5.2
11.9
4.3
2.8
6.6
2.3 1.3
Table 7.19 Actual number of types in relation to status
Status positive/confident positive/less confident ambivalent negative
Head 16
Teacher
Senior 9
Management
Team
Subject 14
Co-ordinator 
Main Scale 3
12
11
26 16
It can be seen that the status of the teacher may have some bearing on their attitude 
towards the spiritual. Among the head teachers there appears to be more confidence 
about the spiritual. Sixteen of the head teachers appear in the most positive category, 
with about a third appearing in the less positive categories. It has been suggested earlier 
that head teachers might be more likely to be positive towards the spiritual due to their 
wider perspective of the education system. If this is the case, what would make some 
head teachers less positive or confident about the spiritual?
Within the group, most head teachers described their background as Christian. Of the 
ten who fell into the ambivalent or negative categories, eight described themselves as 
atheist or of no faith. One was Jewish and the other Roman Catholic. This might
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suggest that if the head teacher does not identify with a religion, this makes them less 
positive towards the spiritual.
Among the senior managers, there seems to be a high level of confidence about the 
spiritual, again suggesting that their managerial role gives them a positive perspective 
on the spiritual. What is significant about those teachers who are less positive? The 
most positive group all identified themselves as of Christian background, all were 
deputy heads and most had responsibility for RE. In the less confident category, seven 
described themselves as Christian, nine of the group were deputy heads. In the 
ambivalent category, all identified themselves as of Roman Catholic background and 
were deputy heads. The one negative member said their background was Salvation 
Army.
Among the subject co-ordinators who form the largest section within the whole group, 
there is a less positive/confident attitude. Here respondents tend to group their answers 
in the middle categories, vsdth less numbers than expected in the most positive category. 
What are the reasons for these differences? What is it that makes some more positive 
and some less so? All the senior managers in the most positive category were RE co­
ordinators, five of these describing themselves as Christian. The others m this category 
were mainly Early Years co-ordinators (4 respondents). Seven of the less confident 
respondents were also RE co-ordinators and Christian and another seven Early Years 
co-ordinators and Christian. In this category six respondents identified themselves as 
atheist or non-practising Christians.
In the ambivalent category a mixture of subject areas are represented and there appears 
to be no strong pattern m terms of religious or cultural background. Both the negative 
respondents described themselves as atheist.
It appears that within the subject co-ordinators group, those most likely to be positive 
about the spiritual were either RE or Early Years specialists, who also tended to be of a 
Christian background. The negative respondents were more likely to be co-ordinators 
of other subjects and/or held an atheist standpoint.
The smallest group are those Main Scale teachers who indicated no specific
responsibility. As a result, differences tend to be small. However, slightly fewer than
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expected appear in the most positive category, and slightly more in the negative 
category. Is it possible to discern any possible explanations for these differences? The 
most positive teachers here were all nursery teachers, identifying themselves as 
Christian. The less confident or ambivalent teachers taught either nursery or Year! and 
were from Roman Catholic or C of E background, or didn’t indicate. The two negative 
teachers described themselves as atheist.
When status groups were combined to produce a minimum frequency of five m any cell 
and a chi-squared test applied to these figures, no statistical significance was noted 
between expected and actual outcomes ( 2.148 df = 4 p>0.05)
In summary, while this analysis failed to establish statistically significant differences 
between teachers grouped according to age or status, there appears to be some 
difference in relation to years of service. There also appears to be some potentially 
significant features emerging among the groups. While it is not possible to say v\dth 
confidence that one status group was more positive about the spiritual than another, the 
tendencies within groups suggest some patterns worthy of further investigation. In a 
majority of cases, the teachers who show the most negative responses to the spiritual 
appear to be of an atheist viewpoint or at least describe themselves as non-practismg. 
This appears to override any influence that their status might have on their attitude. 
There appears to be more confidence among more senior members of staff and among 
RE co-ordinators, but teachers across the status bands show confidence in the spiritual 
in varying degrees and the pattern is not statistically significant. Of particular interest is 
the pattern for Roman Catholic teachers to be less confident in the spiritual than those 
who indicated a Christian or Anglican background. Given that all the schools who 
received questionnaires were non-religious, might this indicate a move away from 
religion for these Catholic teachers who have chosen not to work in a Church school?
7.9 Summary
Despite the fact that the number of completed questionnaires returned was 
disappointing, the 132 that were completed generated some interesting data regarding 
teachers’ attitudes towards the spiritual. On the whole, the majority of teachers were 
fairly positive about the spiritual and could see ways of building this into their work
217
with children. Despite the lack of training or other in-put in the area, many seem to 
have arrived at a definition which enabled them to make sense of the term in the 
classroom. The teachers drew on different aspects of their lives to arrive at a definition 
of the term, the result being a vast array of words and phrases used by different teachers 
to describe the spiritual. Using these, they indicate that they build the spiritual into their 
work in a variety of ways, making use of a range of subject areas and activities. They 
also see opportunities for contributmg to the spiritual through relationships, school 
ethos and collective worship.
In the table below, the questionnaire data is summarised to demonstrate the levels of 
agreement across the questionnaire items. The percentages shown indicate the majority 
view based upon the level of agreement. In some of the items, the wording has been 
changed in order to show the majority view e.g. item 35, T was prepared for dealing 
with the spiritual in my initial teacher training’ becomes T was not prepared for dealing 
with the spiritual in my initial teacher training’.
The items are presented in descending order of agreement to show which items found 
most agreement between the respondents. Following the table is a discussion of how 
the views of the respondents compare to those interviewed in the first part of the study.
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Table 7.20 Majority percentage of agreement to statements
item Statement (some re-worded to show majority view) %
8 Spirituality is not only meaningful in a religious context 80.7
35 I was not prepared for dealing with the spiritual in my initial teacher training 80.6
23 I have considered the spiritual in my teaching 80.0
33 Attending to children’s spiritual development contributes to the good o f  society 77.8
11 The concept o f the spiritual has meaning for me 77.3
14 I draw on my personal life experiences to help me with the spiritual 75.5
10 Spirituality can be understood in a religious or a non-religious way 74.6
32 Attending to children’s spirituality is valuable for their future lives 74.4
30 Promoting spiritual development is a valid endeavour for schools 68.7
31 I am n o t unsure of the purpose o f addressing the spiritual in schools 67.4
16 There are occasions in my life which I would describe as relating to the spiritual 66.9
18 Promoting spiritual development is an important part o f the teacher’s role 64.3
6 Spirituality is a natural feature common to all human beings 64.3
40 There is space enough for teachers to learn about without worrying about the spiritual 63.8
21 Collective Worship offers a valuable setting for exploring the spiritual 63.2
7 Human beings develop in spiritual maturity 63.0
26 Opportunities for exploring the spiritual arise spontaneously 62.5
29 Schools play an important part in promoting children’s spiritual development 61.8
20 Religious Education offers a valuable setting for exploring the spiritual 61.5
15 The notion o f the spiritual has personal significance for me 60.7
25 There are many opportunities for exploring the spiritual in the classroom 56.4
12 I have an understanding o f the notion o f the spiritual which is useful in an educational 
context
55.4
24 Many subjects on the curriculum offer valuable settings for exploring the spiritual 55.3
38 Maturity brings confidence in relation to dealing with the spiritual 55.0
39 I would welcome further training on the spiritual in education 54.1
27 Spirituality is evident in the ethos o f my school 52.3
17 I feel confident in exploring spiritual matters with children 48.8
28 It is not possible to monitor children’s spiritual development in school 48.8
36 I have not been able to discuss spiritual development with colleagues and/or during 
INSET
48.0
37 I do not feel unprepared to deal with the spiritual in the classroom 48.0
13 I draw on my spiritual/cultural background to help me with the spiritual 44.2
19 I enjoy focussing on the spiritual in my work 44.2
22 I consider the spiritual when I plan for teaching 40.0
34 There is little time for exploring the spiritual in school 38.1
9 I do not prefer to think o f spiritual as separate from religion 22.4
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From the table it is possible to see some marked differences in the levels of agreement 
across the thirty-five statements (between 22.4% and 80.7%). The purpose of the 
questionnaires was to take some of the themes which appeared from the interview 
material and explore them with a wider group of teachers. The task was to see if the 
views which the interviewees offered were shared by other teachers. From the table 
(7.20) above, it is possible to make some comparisons between the two groups.
In some ways, the results of the questionnaire responses show many similarities to the 
data taken from the interviews. Many of the features outlined in sections 7.3 to 7.8 
above can be found among the interview material. For example, the concern about lack 
of preparation for dealing with the spiritual was evident in the interviews, alongside a 
reliance on one’s own personal experiences as a major resource (see Chapter 6.2.1; 
6.2.4; 6.2.7). In the questionnaires, lack of preparation is recognised by a large majority 
(80.6%, item 35) with 75.5% indicating that they used their own experiences as a 
resource (iteml4). Lack of confidence in one’s own understanding of the term 
‘spiritual’ was highlighted in the interviews (see Chapter 6.3.1 and 6.3.9) and is 
reflected here in that around half of the respondents felt unsure about it (55.4%, item 
12).
The concern about the links between religion and the spiritual is also a major feature of 
both the interview and questionnaire data. Respondents in the questionnaire study show 
a high level of agreement (80.7% and 74.6%) to statements which distance the 
definition of spirituality from religion (items 8 and 10). This reflects the anxiety of 
some of the interviewees who also appeared to feel happier when spirituality was 
considered separately from religion (see Chapter 6.3.7 and 6.5.2). Among the 
interviewees, this appeared to lead to some hesitancy in approaching the spiritual 
through R.E. (see Chapter 6.5.1). In the questionnaire data too, while 61.5% identify 
R.E. as a valuable setting for exploring the spiritual (item 20) a substantial minority 
(38.5) do not. There is also similarity between the two sets of data in that it tends to be 
the self-labelled atheist teachers who appear to be the most negative about the spiritual 
in school (see Chapter 6.5.2 and 7.3.1 and 7.8 above).
Other statements which achieved a high level of agreement within the questionnaires,
included those which referred to the value of addressing the spiritual in schools (item
33, 77.8%; item 32, 74.4%; item 30, 68.7%). Promoting children’s spiritual
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development was seen as a valid endeavour for schools and to be of value for their 
future lives and the good of society. These features also appeared in the interviews (see 
Chapter 6.4 and 6.7.7). Among the interviewees it tended to be the head teachers and 
deputy heads (or senior teachers) who appeared to feel most secure in this area (see 
Chapter 6.10) and that seems to be reflected in the questionnaires where heads and 
senior teachers make up almost half of the respondents (47.6%).
One difference between the two sets of data is the perception of the role of the head 
teacher. Within the interview data it was clear that the head of the school had an impact 
on the way the staff viewed the spiritual. Although teachers were not asked directly 
about the influence of the head, seven teachers made references to heads they worked 
with (see Chapter 6.2.6). One head teacher in particular was seen to be influential. In 
the questionnaire data only three teachers made reference to the head. In each case the 
influence was positive, and one spoke of the impact of a new head at school. This might 
suggest that the school whose head teacher declared herself and the school to be 
committed to children’s spiritual development, was unusual in giving spirituality such a 
high priority.
A further difference is the lack of reference to parents in the questionnaire material. 
Two teachers made reference to children’s home backgrounds, and one teacher referred 
to the anxiety of dealing with a multi-faith classroom. But no other comments included 
the relationship between school, home and children’s spirituality, whereas in the 
interviews, the impact of home background was seen as significant, affecting not only 
children’s own spiritual development but having implications for the work the teachers 
planned to do with them (see Chapter 6.8). It may be that due to the nature of the 
interviews, there was more opportunity for teachers to reflect upon actual experiences 
from the classroom as situations arose in their minds.
Within the interviews and on first examination of the questionnaires, there appeared to
be patterns in the way that individual teachers answered particular questions. This led
to the development of teacher ‘types’ to describe the way in which they had answered
questions. One potential of this (see section 7.5 onwards) centres around what kind of
training and support different teachers might need in relation to the spiritual. For
example, those teachers who are positive and confident might only require suggestions
and ideas for ways of focusing on the spiritual in their work. However, ‘negative’
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teachers might need to be offered some fundamental ground-work to convince them 
that the spiritual was the legitimate business of the school
Clearly, work on a larger scale would be necessary to see whether a correlation exists 
between teacher ‘types’ and variables such as age and status. Again such information 
would be useful for deciding what kind of support teachers might need in this area. It 
appears, from a comparison of the stage one and stage two data, that the views of the 
teachers who took part in the interviews are shared by others.
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Chapter 8; Some Reflections and Conclusions
8.1 Introduction
The purpose of this thesis has been to identify teachers’ views concerning the nature 
and place of the spiritual in children’s education. The three main ways in which this 
was done were: through an examination of hterature pertaining to the spiritual 
dimension in education, through interviews with a small number of teachers (n=30) 
and through questionnaires to a larger group of teachers (n=132). In this chapter the 
questions and issues which were raised in the first four chapters of the thesis are 
revisited to identify the answers and conclusions which can be drawn from the data. 
The findings of the literature review, the interviews and the questionnaire will be 
compared to identify patterns and features which might add to an understanding of the 
spiritual within children’s school education. This might help clarify the role that 
schools play, might serve as guidance to those concerned to contribute to children’s 
spiritual development and might identify the limitations of what schools are able to 
achieve.
The chapter is divided into three sections:
• a consideration of the spiritual in the light of the literature and the findings of 
the study;
• a reflection on the approach to the study, its strengths and limitations;
• a consideration of further areas for study.
8.2 A Consideration of the Spiritual in the Light of the 
Literature and the Findings of the Study
In Chapter 5 three main research questions were identified along with subsidiary 
questions related to each one (see Section 5.1). The three main questions were:
l.How far have primary teachers/schools considered their role in promoting the 
spiritual development of their children?
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2. What attitudes do primary school teachers have in relation to the spiritual in 
education?
3. How far do the personal perspectives of the teacher/head teacher affect the way 
spirituality is addressed in school?
The chief features of teachers’ views are summarised below in sections 8.2.1 to 8.2.6.
8.2.1 The relevance of spiritual development.
The literature review established that children’s spiritual development has been on the 
educational agenda for many years. What is significant is that despite the elusive 
nature of spirituality, it has found its way into educational legislation and continues to 
be there despite government emphasis elsewhere in the curriculum. It can be found 
most recently in the latest version of the National Curriculum in a fairly prominent 
position as part of the aims and values of education (DfEE/QCA, 1999). It appears 
then, that the spiritual is an aspect of education which should continue to have 
significance in the future. Nevertheless, the latest review of the school system by 
HMCI, Chris Woodhead, continues to express concern over the quality of provision in 
many schools.
Educationalists and others who have written about the spiritual have argued that it is a 
significant aspect of children’s education, and they see benefits in raising the profile 
of spirituality for children’s ovm personal development and for society as a whole. 
Among the teachers who took part in the study, it appeared that the spiritual was 
recognised as an aspect of their work, and in most cases seen as a valid aspect. They, 
too, referred to the positive impact of attending to the spiritual on children’s lives and 
society. In many cases this was tempered by recognition that often it was difficult to 
find time or energy to make the most of opportunities. Teachers were also concerned 
that they should not be held solely responsible for children’s spiritual development.
8.2.2 The spiritual: what is it in an educational context?
Within the hterature one of the main issues was seen to be the diSiculty of arriving at 
a definition of the spiritual. This issue has been the basis for much discussion and 
reflection. Pragmatically, the Ofsted definition was adopted as a working definition
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for the thesis (see Chapter 1). It was found that this definition reflected much of what 
has been said in literature surrounding the spiritual dimension and echoed the 
thoughts of teachers involved in the study. However, it was recognised that the 
definition contained implicitly religious connotations (which are not acknowledged in 
Ofsted literature) and a view of the spiritual which seemed to be limited to personal 
development without much emphasis on the individual’s relationships with other 
people or the world in which they live. In contrast to this, relationships featured often 
in both the questionnaire and interview data.
Among the teachers, too, the lack o f a clear, shared definition was a prime concern. 
Conversations during the interviews highhghted this and the vast range of words, 
terms and phrases which were used in the questionnaire responses are a reflection of 
the lack of a consensus in this area. One inference that might be drawn from this is 
that there is little to be done regarding the spiritual if people are unsure about what it 
is. However, despite the range of interpretations there are many similarities between 
teachers in their ideas of what the spiritual is about. It is interesting to note that this 
common ground exists despite the apparent lack of training or opportunity to discuss 
the spiritual with fellow teachers.
8.2.3 Religion and the spiritual
Rehgion features within the literature as a framework for understanding the spiritual, 
although there is a constant effort to widen the concept of the spiritual beyond the 
religious. Religion also featured prominently in the interviews, most often as a 
negative aspect of the spiritual. Negativity towards religion, and in particular towards 
Religious Education, did not feature strongly in the questionnaire data, and indeed, 
many respondents identified R.E. as a location for the development of the spiritual. It 
was suggested in Chapter 7 that this difference could be attributed to the fact that 
those responding to the questionnaire may have been more favourably inclined to RE 
within the schools, at least on a theoretical level. It might also be that the schools that 
took part in the interview study were unusual in having a culture of mistrust of 
religion, although there was nothing in the sampling of schools that would lead to 
such a conclusion.
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8.2.4 Spiritual development
An issue which arose from the literature was the lack of attention to the notion of 
what spiritual development is. One question guiding the literature review was ‘What 
does the spiritually developed person look like?’ Some attempts have been made to 
describe the spiritually mature person (e.g. Rodgers 1994), but this concept has played 
little part in the governmental guidelines. The teachers in the study appeared to have 
mixed feelings about this concept. In general, any attempt to assess spiritual 
development formally was rejected, but teachers did remark on differences that they 
noticed among children, which they attributed to spiritual development
However, the question of how far a school can measure its impact on children's 
spiritual development remains an open one. It also remains unclear as to what degree 
children develop naturally in this area through maturation and to what extent it is 
something which can and needs to be nurtured in a formal educational setting. 
Certainly the teachers in the study felt that they could have an impact on children in 
this respect and many were able to describe the changes in children between the 
beginning and end of a school year.
Teachers’ own spiritual development was an interesting aspect which again has 
seldom been addressed in the literature and yet is one which would appear to be 
central to a teacher’s sensitivity to the subject. In the context of the interviews and 
questionnaires, teachers were able to reflect on significant (even powerful) events in 
their own lives which they felt had changed them or widened their perspective. They 
also referred to occasions, patterns and interests in their daily lives which they felt 
gave them an understanding of the subject.
However, the sensitivity of the spiritual dimension was acknowledged by many 
teachers, with a recognition that the spiritual was not an area which teachers could be 
coerced into taking seriously if they did not want to. Some teachers argued that 
individuals (both teachers and children) must be allowed the freedom to take part or 
not and to be allowed their own way of dealing with the spiritual. There was evidence 
from both the interview and questionnaire responses that a consideration of the 
spiritual touches a very basic part of an individual’s behef system and identity.
226
8.2.5 How does spirituality appear within the education of young 
children?
Within the literature the spiritual has been linked most closely with religious 
education, although both government guidelines and other literature suggest that it 
should be addressed 'within all subjects. The picture which emerges is of the spiritual 
being not so much about the content of what is taught, but about a way o f teaching 
and an outcome. It is not about which topics are being covered, but about the way the 
teacher approaches them and the relationship she has vrith the children. Moreover, 
Government guidelines identify not only curriculum subjects but also Collective 
Worship and school ethos as vehicles for promoting children’s spiritual development. 
Recently there has also been a strong emphasis on spirituality 'within management 
literature, and the notion of the spiritual leader has emerged (see Chapter 4.3.3).
It was clear from both the interviews and the questionnaires that teachers were able to 
see the contribution that curriculum subjects could make to the spiritual. They 
recognised that often the spiritual dimension could be a spontaneous aflfair rather than 
systematically planned, emerging from issues which arise from daily school life or 
events in the world at large. Perhaps surprisingly, a number of teachers highlighted 
science as a particularly good subject for developing the spiritual. Alongside science. 
Religious Education featured strongly in the questionnaire responses. The spiritual 
seems almost to be a bridge between these two subjects, with, science focusing 
attention on the mysteries of the natural world (the ‘Awe and Wonder’ referred to so 
frequently) and Religious Education focusing on the mysteries of human 
relationships, endeavour and search for meaning. Nevertheless, the questionnaire data 
in particular indicated that the spiritual dimension was also meaningful in non­
religious contexts, reflecting that definition of the spiritual as the response of 
individuals to that which is ultimately unknowable (see Holley, 1978).
The tension between the spiritual and R.E. within the interview material has already 
been noted. Many teachers saw the spiritual linked to the sense of ‘the whole child’ 
and saw it as part of the school’s Personal, Social and Health Education. It was 
evident that these teachers saw themselves as far more than ‘deliverers’ of the
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curriculum. They assumed responsibihty for the general well-being of the children in 
their charge, for preparing them for the world outside and equipping them with the 
skills needed to operate successfully and happily in the adult world.
In both the interviews and the questionnaires, the teachers described a wide variety of 
activities which allowed for a focus on the spiritual, ranging from telling stories to 
Circle Time. However, there was no evidence of teachers using activities such as 
Guided Fantasy as advocated in some of the literature to promote spiritual 
development.
Not surprisingly. Collective Worship was seen as contributing to the spiritual, offering 
opportunities for reflection on significant human experience, rather than as offering 
opportunity for specifically Christian Worship. The notion of school ethos appeared in 
the emphasis teachers placed on relationships, not only between themselves and the 
children but also between staff, other adults and between the children.
8.2.6 Head teachers, other teachers and the spiritual
There was almost total agreement within the interview and questionnaire data that 
these teachers had received very little in the way o f preparation for dealing with the 
spiritual. They were able to articulate their thoughts on the spiritual and discuss how 
they felt that they dealt with it in their work with children. This suggests that these 
teachers had grappled with the notion, perhaps in isolation and arrived at some 
understanding of the term independently, with very little formalised input from others 
in their professional development experiences (whether pre-service or in-service).
What is interesting is the similarity of many of their views and thoughts. Although 
there was a wide range of definitions and ways of including the spiritual in their work, 
many of these teachers shared a common vision of what they were trying to do, 
particularly in terms of the value of addressing the spiritual. If these teachers all sat 
dovm with one another to discuss the area, it is likely that they would find a great deal 
of agreement between them. What is regrettable is that they appear to have httle 
opportunity for this and this leads to a lack o f confidence in what they are doing and a 
suspicion that the spiritual may include things that they could not agree with.
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Among the interviewees and the questionnaire respondents there was no evidence that 
teachers were aware o f government guidelines o f the spiritual or o f literature that is 
available. No teacher made reference to government discussion papers or referred to 
using resources that have been specifically designed for addressing the spiritual. In 
the absence of such resources, teachers drew on a range of sources for dealing with 
the spiritual. They appeared to draw substantially on their own lives and those of their 
pupils, including religious knowledge, events and experiences. Some also drew on 
colleagues, and the influence of one head teacher was evident within the interview 
data. The imphcation of this is that each teacher is often dependent on his or her own 
experiences, however broad or narrow they may be. The danger of this is that they 
may limit their discussion of the spiritual 'with children to those areas to which they 
feel it relates. If opportunities were made for teachers to discuss the spiritual with 
other adults, it might enable them to widen their perceptions of the area and be 
enriched by the spiritual experiences of others.
In terms of differences between teachers, no clear picture emerged from the data to 
explain why some teachers felt more comfortable dealing with the spiritual than 
others. The teacher ‘types’ suggests in Chapter 7 reflect the range of perspectives of 
these teachers; however, it was not possible to be sure what factors caused them to 
hold a particular set of views. Ultimately, it may be that a range of factors influenced 
how these teachers view the spiritual in education. Age and maturity, the number of 
years in teaching and status within a school all appeared to contribute. So too did 
rehgious background, particular life experiences and educational philosophy. 
However, it was clear that for the majority of teachers in this study, children’s 
spiritual development is a valid endeavour for schools to which they are willing and 
able to contribute.
A number of other significant findings deserve emphasis.
Firstly, the study has focussed on an aspect of the spiritual which has received little 
attention in the past: the views of teachers. It has shown that the teachers in this study 
have considered the spiritual in their work and attempt to deal with it in the absence 
o f much specific support. Many of these teachers believed that they did address the
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spiritual in the work that they do with children and so, although the spiritual does not 
appear high on school development agendas, it is being considered in the classroom.
Secondly, the study has once again highlighted the uncertainty o f the spiritual as an 
area o f educational endeavour. Despite some writers referred to in the literature 
review being a little jaded by discussion of the spiritual, it appears that for many of 
these teachers, discussion has yet to start.
Thirdly, the study has identified teachers’ perceptions of a lack o f ITE in relation to 
the spiritual or inclusion into INSET programmes. Furthermore it has highlighted the 
failure o f government guidelines to impact on the work o f these teachers. However, 
there was evidence that there had been an individual consideration of spiritual 
matters. It has also shown that there is a lack o f specific materials or resources for the 
spiritual within schools and /or that teachers are ignorant o f them, leaving these 
teachers to draw on whatever resources they think appropriate.
Fourthly, the study has identified four teacher ‘types’, related to teachers’ attitudes 
towards the spiritual:
• Positive/Confident
• Positive/Less Confident
• Ambivalent
• Negative
It is suggested that how any teacher approaches the spiritual in her/his work may be 
understood and explained in terms of these types.
Fifthly, the interview material demonstrated the significance o f the head teacher in 
how the spiritual is seen within the schools. Where a head teacher was particularly 
attuned to the spiritual and shared this with the staff, the spiritual appeared to have a 
higher profile. However, the interviews also showed the uncertainty that some head 
teachers had about demonstrating provision for the spiritual to outside scrutiny e.g. 
Ofsted.
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Finally, responses to both interviews and questionnaires suggest that many o f the 
teachers appreciated the opportunity to reflect on the spiritual in their work. It 
suggests that teachers may have been helped to clarify and explore their ovm 
understanding of themselves and their work, simply by being involved in such a 
study.
8.3 Implications of the study
This study has impHcations for improving educational provision in relation to a 
spiritual dimension. If it is accepted that the spiritual is an area which schools are 
legitimately (as well as statutorily) involved, in then there is a responsibility to ensure 
that:
a) teachers are made aware of the ways in which they can and do contribute to 
children’s experience and development (at least in the sense of conscious 
consideration of this dimension);
b) teachers are given opportunities to develop their understanding of and skills in 
this area.
The follovmig outlines some of the ways in which this might be done, in the light of 
the findings of this study.
In order for teachers to make a positive contribution to children’s spiritual 
development, there needs to be:
• clear and specific inclusion of the spiritual in the subject specialism 
component of Initial Teacher Education programmes. This should occur not 
only within Religious Education components, but vrithin all curriculum subject 
areas. Subjects would need to demonstrate how they affect children’s spiritual 
development and so a required element of subject specialism courses might 
be: ‘In what ways does this subject contribute to a child’s spiritual 
development?'’
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specific inclusion of the spiritual in those elements of ITE programmes which 
deal with cross-curricular aspects, such as school relationships, teaching 
styles, managing behaviour, organisation, dealing with parents and planning;
specific continuing professional development which does not attempt to offer 
‘quick fixes’ vrith ideas for activities (‘50 activities for developing the 
spiritual’), but takes seriously the perspectives o f individual teachers, allowing 
them time to discuss and reflect on the area so that each school has a greater 
opportunity for devising a common approach which is supported by the staff;
continued discussion 'within the formulation of government guidelines, 
academic literature and schools about the nature o f the spiritual within an 
educational context and in particular about how schools can demonstrate that 
they are attending to it;
continued discussion about the notion of the ‘spiritually developed’ person so 
that schools can have some idea of what the outcome of contributing to 
children’s spiritual development might be. They might then be in a better 
position to judge what kind of impact they are having on children’s 
development;
development of activities and approaches within all subject areas which allow 
space for the spiritual This may even amount to a re-think of how subjects are 
taught placing greater emphasis on the impact each topic has on each child, 
what sense the child makes of it and how it helps to move that child on 
spiritually;
greater consideration by policy makers of how best to support spiritual 
development in schools, both for pupils and teachers. Current policy 
documentation appears to downplay the significance of the spiritual (by over­
emphasis on the core curriculum) and provides little guidance on how it might 
best be fostered.
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The focus here is very much on the development o f the teacher and her/his 
preparation for dealing with the spiritual. This is important in order to:
• bring the issue into the open and so help to remove the ‘suspicion of the 
spirituaT and the possible taboo which surrounds it as part of formal 
education;
• allow teachers to share spiritual experiences with others and thus help to 
widen perceptions of what the spiritual is about;
prepare teachers for dealing with children’s spiritual issues, having reflected 
on their own;
help teachers to see how the spiritual can be positively addressed vrithin 
subject areas;
help teachers to see that what they find uplifting may find resonance with 
others and at the same time help them recognise that others may find spiritual 
enrichment in different things;
develop teachers’ confidence in talking about the spiritual;
help teachers to recognise how their contact with children contributes to the 
children’s spiritual development.
8.4 Limitations of the study
In a study of this nature it is clear that the opportunities for the application of the 
findings to a wider population are limited. When the interview participants and the 
questionnaire respondents are added together, they represent 162 teachers. This 
represents a very small fraction of the teaching population and given the sampling 
methods used, there are no grounds for claiming that the views of these teachers 
represent the views of the teaching population as a whole. However, there is no good
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reason to suggest that their views would not be shared vrith the wider teaching 
population given that these teachers were drawn from schools across the Greater 
London area, representing eight different LEAs. After all, the nature of the sampling 
ensured that these were ordinary teachers working in typical schools, all working with 
a similar age range of children. That said, the limited response to the questionnaires 
was somewhat disappointing. It may be that this was a reflection of the busy lives of 
teachers, their lack of interest in the subject or the demands of the summer term when 
the questionnaire went out. In any event, a similar survey with a larger and more 
representative sample would provide further valuable data relating to teachers’ 
perspectives.
An issue for both the interview and the questionnaire data was how to access those 
teachers who do not wish to take part. In the interview part of the study, it was 
possible to access some of these, due to the personal contact of the researcher. This 
made it possible to include a wider number of staff within each school. However, 
there were still members of staff who did not vrish to take part and did not do so. 
When questionnaires containing the interview schedule questions were circulated to 
those teachers who were not interviewed (see Appendix C), some said they did not 
take part because they were too busy or had no interest in the area.
With the questionnaires there was less control over who responded. The result was 
that respondents may have tended to be more favourably inclined to discuss the 
spiritual than not. An outcome was that the view of the spiritual that appears in the 
questionnaire data is generally positive. There would appear to be no way of 
accessing those teachers who are less positive, other than through a whole school 
study.
A fiirther problem with the type of data collected in the study is that it relies on 
teachers being prepared to be honest in their answers. It is entirely possible for these 
teachers to have talked about what they like to beheve they do, but this not necessarily 
being manifest in their practice. This might explain the differences in the responses to 
the link between R.E. and spirituahty between interview and questionnaire 
respondents. The study included no observation data and so the practice of these 
teachers was not examined. As with many interpretive studies in education, the
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researcher had to trust that teachers were answering honestly in relation to their 
beliefs and views about the spiritual -  even if this was not reflected in their practice. 
Again, a study which included some observation of teachers’ practice alongside their 
thoughts would offer the opportunity to examine this issue.
The two data collection methods had their own strengths and weaknesses. On balance 
the two methods could be said to be complementary with the strengths of each 
matching the weaknesses of the other. The interviews allowed the researcher to probe 
answers and to develop lines of questioning within areas of interest. The disadvantage 
was that personal contact might have prohibited interviewees from revealing closely 
guarded views, either because they did not trust the interviewer, or because they 
believed them to be too personal to relate. The questionnaires enabled a vsdder 
population to be questioned and anonymity allowed respondents to be honest and 
forthright and to reveal feelings they may not have done in an interview situation. On 
the negative side no probing or follow up of questions was possible and there was no 
guarantee that the survey was treated seriously (other than by cross-checking 
particular questions). However, the results of the questionnaire appear to validate the 
conclusions drawn from the interviews, as well as highlight the validity of inferences 
drawn from the literature review.
An omission from the questionnaires, which is regrettable, was the lack of a question 
relating to gender. Only three men had taken part in the interview study, but two of 
them had revealed some interesting perspectives in relation to the spiritual and 
gender. This was not followed up in the questionnaires; respondents were neither 
asked to identify their gender nor asked specific questions relating to gender. Given 
that we know that men are under-represented in the primary teaching force, the 
numbers of men in this sample may have been too small for meaningful comparison. 
However, the possibihty that there is a distinctive perspective for this minority is 
something worthy of consideration in subsequent research.
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8.5 A Consideration of Further areas for Study
As we have seen, as the study progressed, other possible lines of enquiry emerged and 
a further project might fruitfully pursue them. Some of the shortcomings of this study 
might also be overcome in a further investigation.
The most obvious development might be to open up the study to a wider group o f 
teachers. Given appropriate time and resources, it would be of interest to see whether 
the views expressed by the teachers in this study were shared with a wider population. 
It would also be interesting to see whether the most recent government initiatives for 
the curriculum (Le. Curriculum 2000) will have an affect on how teachers see the 
spiritual in their work.
As well as accessing a larger number of teachers it would be valuable to try to target 
particular groups within the teaching profession. For example, the majority of 
respondents and interviewees were from white, usually (at least nominally) Christian 
backgrounds. A comparison between these teachers and those from other faiths or 
cultures would be useful. It would be interesting to see how far notions of spirituality 
in an educational context were culturally and religiously defined. The other group of 
teachers to target would be those who are less positive about the spiritual. How this 
might be done is difficult to judge. Perhaps a questionnaire would need to be devised 
which began with an introduction which invited responses specifically from such 
teachers.
In order to see how teachers’ views about the spiritual develop into practice, some 
observation o f work in school would be useful. This is difficult to approach without a 
clear notion of what to look for (as Ofsted have discovered!). It would mean that 
either the teacher identified the elements of her work that she believed were 
contributing to children’s spiritual development, or the researcher would have to 
define explicit criteria for interpreting the provision (as Ofsted have to do).
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Another possibility would be to monitor the schooVs provision in terms o f its policies, 
mission statements, management and ethos. This would enable the researcher to see 
how far teachers’ views on the spiritual were reflected in the life of the school.
Finally, it may be possible to explore teachers ’ views on the spiritual in the light o f  
children’s responses. This might be done though examination of their work or 
through conversations.
Clearly there remain many areas of the spiritual which go beyond the views of 
teachers which are worthy of investigation. The whole notion of development is a 
particular issue, as is how schools measure the effect they have. In the light of the new 
National Curriculum it is evident that such study would be of relevance now and in 
the future.
8.6 Summary
If it is accepted that teachers cannot help but make an impact on children's spiritual 
development - simply by being with them - teachers need to be aware of the 
messages, values and beliefs they are communicating to the children in their charge. It 
seems sensible that, rather than every teacher going through a solo process of 
developing an understanding of the spiritual, opportunities should be provided to both 
guide them and also allow them to share professionally with colleagues.
Before teachers can take responsibility for promoting the spiritual development of the 
children in their care, it is argued that they need to identify the roots of their own 
understandings and beliefs so that they can reflect upon them and share these with the 
children. Carr and Tandon (1999) have called for teachers' preparation to include this:
For too long have courses of professional preparation focused 
predominantly and damagingly on the managerial and technical 
aspects of the general enterprise of teaching to the deplorable neglect 
of wider concerns of values education and educational values (p.28).
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This might involve teachers in a process of unpacking who they are, what values they 
hold and what they believe their role is as a teacher. This is a demanding task, and as 
the teachers in this study recognised, not to be undertaken lightly.
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Appendix A :
Interview Schedule for Head Teachers
APPENDIX A: Interview schedule for head teachers
• How long have you been teaching?
• How long have you been a head teacher?
• Which subjects would you say are your strengths?
•  Do you remember any in-put relating to the spiritual from your initial teacher training?
® Have you and your staff had opportunity to discuss the spiritual e.g. in INSET courses or 
staff meetings?
•  Do you feel you have an understanding o f  the term spiritual which is useful for your 
work with children?
® How do you feel you are able to address the spiritual in your work with the children?
® Are there any subjects that you feel lend themselves to exploring the spiritual?
® Are there any resources that you find useful for addressing spiritual issues?
•  Does your teachers plan for addressing the spiritual?
•  Are there other areas o f  school life that you feel contribute to the spiritual?
•  Do you think that children develop spiritually?
•  D o you think it is possible to measure children’s spiritual development?
•  What do you feel is the aim or purpose o f  addressing the spiritual in school?
•  How do you feel about schools having responsibility for children’s spiritual 
development?
9 What issues do you think there are surrounding this area?
9 What support do you think teachers would like in relation to the spiritual?
9 How would you like to see the future o f  this area in school?
9 Are there any questions you would like to ask about this area?
Appendix B :
Interview Schedule for Teachers
APPENDIX B: Interview schedule for teachers
•  How long have you been teaching?
•  Which age group are you teaching this year?
•  Do you have any curriculum or managerial responsibilities?
•  Which subjects would you say are your strengths?
« Do you remember any in-put relating to the spiritual from your initial teacher training?
® Have you had opportunity to talk about it since you have been teaching e.g. in INSET 
courses or staff meetings?
•  Do you feel you have an understanding o f  the term spiritual which is useful for your 
work with children?
•  Do you feel you are able to address the spiritual in your work with the children?
•  Are there any subjects that you feel lend themselves to exploring the spiritual?
•  Are there any resources that you find useful for addressing spiritual issues?
• Do you plan to include spiritual issues into the work you prepare for children?
• Are there other areas o f  school life that you feel contribute to the spiritual?
• Do you think that children develop spiritually?
•  Do you think it is possible to measure children’s spiritual development?
® What do you feel is the aim or purpose o f  addressing the spiritual in school?
® How do you feel about having responsibility for children’s spiritual development?
« What issues do you think there are surrounding this area?
•  What support do you think teachers would like in relation to the spiritual?
» How would you like 6to see the future o f  this area in school?
® Are there any questions you would like to ask about this area?
Appendix C:
Questionnaire for those declining to be
interviewed
APPENDIX C: Questionnaire for teachers who declined to be interviewed
1. How long have you been teaching?__________________________________
2. Which age group are you teaching this y ea r? _________________________
3.Please list any curriculum or managerial responsibilities?
4. Which subjects would you say are your strengths?______
5Please describe any in-put relating to the spiritual from your initial teacher training?
6. What opportunities have you had to talk about it since you have been teaching e.g. in INSET 
courses or staff meetings?______________________________________________
7.Do you feel you have an understanding o f the term spiritual which is useful for your work with 
children?
What words would you include in this?
8.In what ways do you feel you are able to address the spiritual in your work with the 
children?__________________________________________________________________________________
9. Which subjects that you feel lend themselves to exploring the spiritual?___________________
10.Are there any resources that you find useful for addressing spiritual issues?
11 .Do you plan to include spiritual issues into the work you prepare for children? 
If yes, please describe the ways______________________________________________
12. Which other areas o f  school life do you feel contribute to the spiritual?
13.Do you think that children develop spiritually? 
If  yes, please describe in what ways_____________
14.Do you think it is possible to measure children’s spiritual development?
15. What do you feel is the aim or purpose o f  addressing the spiritual in school?
I6.H0W do you feel about having responsibility for children’s spiritual development?
17. What issues do you think there are surrounding this area?
18. What support do you think teachers would like in relation to the spiritual?
19.H0W would you like to see the future o f  this area in school?
20. Are there any further comments you would like to make about this area?
21. Could you please indicate why you were not able to take part in the interviews
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3ETHICAL GUIDELINES FOR RESEARCH, PRACTICE AND TEACHING.
1. Introduction - THE COMMITTEE ON ETHICS 
LI Terms of reference
i. To consider on behalf of Senate and make recommendations on ethical aspects of any of 
the following matters insofar as the work involved is undertaken by staff, including 
associated research staff, or students of the Institute and under its auspices:
1.1 any research proposals which include work on animals or human beings;
1.11 any teaching involving the use of animals or human beings or personal data 
relating to human beings;
i.iii any form of clinical practice, treatment or counselling;
i.iv sources and conditions of research funding.
ii. To consider and make recommendations on requests from researchers from outside the 
Institute seeking to use students and/or staff of the Institute as participants.
iii. To monitor departmental procedures for ensuring where students undertake such work 
as is described in (I) above:
111.1 that the students are aware of the ethical issues involved in the work;
111.11 that the Institute’s ethical guidelines are observed.
iv. To review, amend as appropriate, and reissue from time to time the "Ethical Guidelines 
for Research, Practice and Teaching".
V.  To consider, report on and, as appropriate, make recommendations on such general or 
specific issues involving ethical considerations as arise within the committee or are referred 
to it by Senate or by any other corporate body or individual members of staff or students of 
the Institute.
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2 . COMMITTEE PROCEDURE
The Committee on Ethics meets from time to time as necessary. Research procedures 
requiring the approval of the committee are generally dealt with by correspondence. 
Proposals are normally approved by the unanimous agreement of the Committee members, 
but the Chair has discretion to accept a "nem con" decision. Special meetings of the 
Committee will be convened to resolve any issue in the event that any member expresses a 
major reservation about a particular proposal and that issue is not subsequently resolved by 
the applicant to the satisfaction of the Chair.
2 . 1  Submissions to the Committee
Submissions to the Committee for approval or other matters for consideration by the 
Committee should be made in the first instance to the Secretary of the Committee. In the 
case of proposals submitted for approval, the Committee will attempt to deal with these 
expeditiously but it will be advisable for those submitting such proposals to allow a minimum 
of 28 days.
Submissions for approval should use the appropriate form or format (see Appendix), 
obtainable from Heads of Department or the Committee Secretary. Those drawing up 
research procedures and protocols should be aware of certain other general considerations, 
including insurance cover, health and safety, and the requirements of the Data Protection Act 
(1984) (see section 4 of this booklet).
Any experiment or procedure which falls within one or more of the categories set out below 
must be referred to the Committee for consideration and approval:
a) procedures involving any risk to a participant’s health (for example, intrusive 
physiological or psychological procedures);
b) surveys, questionnaires and experimental procedures, the nature of which might be
offensive, distressing or deeply personal for some members of the particular target 
group;
c) proposals which involve financial payments or payments in kind to participants;
d) research proposals to be carried out by persons unconnected with the Institute but 
wishing to use staff and/or students of the Institute as participants;
e) any other proposal where the relevant Head of Department considers that there are 
particular ethical problems making a decision difficult.
Researchers from outside the Institute wishing to use staff and/or students of the Institute as
participants must first seek an acceptable academic "sponsor" from within the Institute before
submitting a proposal for the consideration of the Committee. The sponsor must be
independent, with no involvement in the proposed study. The sponsor will in no
circumstances be liable for any malconsequence arising from the proposal, but will be
responsible for assessing that the proposal is reasonable and falls within the scope of the 
Guidelines.
5Proposals which involve the use of facilities or access to participants on premises outside the 
Institute must secure ethical clearance from the collaborating organisation as well as from the 
Committee. For example, for research involving access to subjects under the day to day care 
of a hospitol or clinic, or which use hospital or clinical premises other than those available 
to the Institute, investigators will need to produce evidence that they have the agreement of 
the ethical committee of the hospital or clinic concerned.
2 . 2  Responsibilities
Heads of Department are responsible for research and teaching carried out within their own 
departments and under supervision of their own staff. It is the responsibility of Heads of 
Department to ensure that all staff are aware of the Guidelines, and of any related 
departmental protocols and procedures.
In the case of students undertaking research or conducting experimentation, it is the 
responsibility of the director of studies for research students, and the supervisor for other 
students, to ensure that the students are aware of, and observe the Guidelines, and related 
departmental protocols and procedures.
Where the Guidelines refer to the need for action by a researcher, in the case of students it
is the responsibility of the director of studies or supervisor to ensure that the action is 
undertaken.
For undergraduate student projects the approval of the Committee is usually required only
if the project involves work of the kind specifically noted in these guidelines as requiring the
Committee’s approval (see above); in all cases the Head of Department is responsible for
submission to the Committee if this is required, or if he/she wishes to request the 
Committee’s approval.
2.3 Management of Risk
It IS a requirement of the Institute that before research work is undertaken, either within or 
outside the Institute, the Head of Department should conduct a risk assessment in accordance 
with the guidance contained within its "Risk Assessment" paper, copies of which are 
available from the Health and Safety Advisor, to identify measures which may need to be 
taken to ensure the health and safety of the person(s) undertaking the research, and any risks 
to persons arising out of or in connection with the work which will need to be addressed.
3. THE GUIDELINES
The following guidelines are concerned with research and teaching involving human subjects. 
All teaching experiments and research carried out in and by members of the Roehampton 
Institute should conform with "The Universal Declaration of Human Rights and the 
Covenants on Human Rights" (UN General Assembly, December 1984) and with the 
Institute’s Guidelines as set out below. Researchers in the Biological and Human Sciences 
are also required to observe the ethical guidelines advocated by their own appropriate Society 
or Professional Body as laid down from time to time. Statements from certain of these bodies 
are available on request from the Committee Secretary:
The Universal Declaration of Human Rights and the Covenants on Human Rights; 
The British Sociological Association - Statement of Ethical Principles and their 
Application to Sociological Practice;
The British Psychological Society - Ethical Principles for Research with Human 
Subjects;
The Ergonomics Research Society - Ethical Standards for Research with Human 
Subjects;
The Medical Research Council - Responsibility in Investigations on Human Subjects; 
The Social Research Association - Ethical Guidelines;
The Royal College of Physicians - Guidelines on the Practice of Ethics Committees
in Medical Research Involving Human Subjects;
ISriüsIi Eùju(%itk)nzil ïtes(%irch /\ss()ciation - Eithical Guidehnies for lEdiicatiorial
Research.
Experimentation in morbid anatomy and on animals is strictly controlled by licence and falls 
outside the scope of these guidelines, but see sections 4 . 7  and 4 .8 .
3.1 Teaching Experiments
i) The Committee considers that it is ethically acceptable to request an undergraduate
or postgraduate student to participate in physiological experiments (e.g. using an exercise
bicycle^ ) or in experiments in the behavioural sciences as a normal part of his/her course on 
the understanding:
a) that the supervisor ensures that all such studies conform with the Committee’s 
Guidelines;
b) that the student has the right to decline a particular procedure on religious, 
physiological grounds, etc;
c) that the student must be assured that, by declining to participate in a particular 
procedure, his/her course marks will NOT be adversely affected-
d) that undue academic pressure or financial inducement should not’be brought 
to bear on the student;
e) that the policy and procedures outlined in section 3 . 6  must be observed when 
students are undertaking tests as a routine part of a programme of teaching or 
research from which unexpected results with possible health implications for
the volunteers/par t icipants might  arise;
70  that the onus is on the members of staff in charge of the experiment to take 
reasonable steps to ascertain that the student is in good health and knows of 
no reason why he/she should not participate.
Teaching experiments and research procedures which involve blood sampling or the handling 
of blood and other body fluids must be carried out in accordance with the Institute’s policy 
on health and safety.
ii) The Use of Animal Tissues
The understanding of animal metabolism and physiology is not complete without some studies
on animal tissues. Thus students in the biological sciences should expect to be involved in 
such studies.
Nevertheless, any student may decide that they do not wish to participate in any particular 
animal experiment, and this is acceptable provided that they inform the member of staff 
responsible for the practical in advance. Normally the student will then receive an alternative 
piece of coursework.
3.2 The Use of Questionnaires and Testing Within and Outside the Institute.
NOTE. The words questionnaire and testing" are used here on the presumption that they 
include any systematic technique for eliciting information by and/or from any individual 
student, member of staff, other member of the Institute or member of the general public.
a) When the questionnaire is of a potentially offensive, distressing or deeply personal
nature, or when there are special reasons why any of the guidelines (b - e and h)
below are not observed, a copy of the questionnaire shall be submitted to the
Committee on Ethics for discussion and recommendation. Other questionnaires need 
not of necessity be submitted to the Committee for approval. However, the following 
guidelines should be observed.
b) The purpose of the questionnaire or test should be clearly defined by the researcher 
who has a responsibility to explain as fully as possible (i.e. without prejudicing the 
objectives of the study) what the research is about, who is undertaking and financing 
It, and why it is being undertaken. Where the full nature of the study cannot be 
revealed without prejudicing the objectives, the purpose of the questionnaire or test, 
and the reason why it could not be fully revealed from the start, should be explained 
after the event.
c) When the subject is a student, the researcher or tester shall inform the student if 
completion of a questionnaire or attendance at a test is an obligatory part of the 
student’s coursework, or will in any way contribute to the student’s final assessment.
d) Whenever reasonably practicable the consent of the recipient of a questionnaire should 
be sought before its issue.
e) The manner in which the questionnaire is presented should give the recipient the right 
not to participate.
f) Notwithstanding the agreement of a subject to participate in any questionnaire survey
or testing covered by the Guidelines above, he or she may at any stage withdraw that 
agreement.
g) The information from any individual questionnaire shall remain confidential, and the 
anonymity of the respondents shall be preserved.
h) Publishing or divulging to another person, department or researcher information from 
which individual identity may be deduced, may be done only with the written consent 
of the individuals concerned immediately prior to publication.
i) In any case where there occurs either a deliberate or accidental breach of 
confidentiality, the individual conducting the survey or testing will be held 
responsible.
j) Any researcher processing personal data by electronic means should be aware of and
comply with the provisions of the Data Protection Act, 1984 (see Section 4.9).
k) It is permissible for a research worker, member of staff or any other member of the
Institute to display notices calling for volunteers to answer questionnaires or 
participate in any form of research or service testing, subject to the normal courtesies 
and rules governing the use of notice boards, pigeon holes and circulation systems. 
These notices should aim to give sufficient details about the commitment involved.
1) A student, employee or other member of the Institute is free to participate as a
volunteer in any form of questionnaire, survey, research or service testing, except 
during hours specifically timetabled for academic purposes (or other normal working 
hours) when the consent of the appropriate Head of Department should be sought by 
the person conducting the enquiry.
m) As a matter of courtesy, any undertaking given to participants by the researcher must
be honoured, even if the information gathered is not to be used subsequently. For 
example, if householders are told that questionnaires will be collected then 
arrangements should be made to do this.
n) Where staff and/or students of the Institute are included among the subjects of the
study, particular care must be taken to preserve their anonymity.
3.3 Access to Records of Students’ Work.
a) The Committee may request the Registrar to consider which students’ marks might 
suitably be made available and in what form for bona fide research purposes.
b) Confidentiality of individual students’ marks should be maintained at all stages and 
full anonymity preserved in any research or other reports which might arise.
c) In order to safeguard anonymity, researchers requiring data from student populations 
should work with data derived from populations outside the Institute wherever 
possible.
3.4 Hazards to health which might be occasioned by medical/clinical trials (e.g. ail drug 
trials and the administration of drugs and other substances in pharmacological doses for 
research purposes).
Studies involving blood sampling or the handling of blood and other body fluids must be 
carried out in accordance with the Institute’s policy on health and safety (see Section 4 . 1 0 ).
9a) Approval for the use of an untried drug produced by a commercial company shall be
referred in the first instance to the national Committee on Safety of Medicines and
written evidence of approval must be obtained and submitted to the Committee on 
Ethics.
b) In every case a letter shall be obtained from any drug company concerned, giving 
complete and accurate information concerning the trial, and confirming that 
company s acceptance of full legal liability for any malconsequences. (See also the 
note on Insurance, Section 4 . 1 .)
c) The administration of drugs shall be carried out under the supervision of a registered 
medical practitioner.
d) Every instance of a proposal involving the administration of drugs to participants 
should be presented to the Committee on Ethics notwithstanding the fact that it might 
appear to comply with these Guidelines.
e) In cases where a proposal, necessitating the administration or trials of drugs to or on 
participants, involves financial inducements to the subjects, details relating to the 
amount of financial inducement and the nature of the drug shall be notified to the 
Committee on Ethics at the time of submission.
0 Participants in drug trials/bioavailability testing should not normally be undergraduate
students.
g) It is permissible for a research worker, member of staff or any other member of the 
Institute to display notices calling for volunteers to answer questionnaires or 
participate in any form of research or service testing, subject to the normal courtesies 
and rules governing the use of notice boards, pigeon holes and circulation systems. 
These notices should aim to give sufficient details about the commitment involved.
h) Full information on official departmental headed paper should be made available to 
prospective participants soon after the initial call for volunteers to a particular study.
i) If there are any doubts whether the experimentation involves risks of an abnormal 
nature (i.e. abnormal in relation to the usual run of experiments in the Institute) it is 
the responsibility of the researcher to contact the Institute’s Head of Financial 
Services to confirm or arrange insurance cover for the Institute. (See also the note on 
Insurance, Section 4 .1 .)
J )
k)
1)
In the case of undergraduate or other participants, nobody under the age of 18 should 
be allowed to participate without written parental consent.
The supervisor shall require from each participant a signed statement certifying 
his/her informed consent to the experimentation.
The participant has the right to withdraw from the experimentation at any stage, and
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it is the responsibility o f the researcher to make this understood in advance.
m) For any participant in a drug trial, it is the responsibility of the supervisor to notify 
the participant’s General Medical Practitioner prior to the commencement of the trial.
n) The researcher shall notify the appropriate Head of Department of the identity of each
participant who is a student or member of staff.
o) Where there is substantial interference with the work of the Department, caused either
directly or indirectly through loss of time and/or efficiency of the participant, the 
relevant Head of Department shall have the right to withdraw that student or member 
of staff from the medical/clinical trials.
p) Arrangements shall be made by the supervisor for all participants engaging in
medical/clinical trials to be medically screened before the trials begin, and copies of 
medical reports shall be retained by the supervisor until six months after the end of 
the trials, when the records must be destroyed.
q) The Committee must be informed and consulted if any significant material change is
made to a protocol that has already been approved.
r) Any significant untoward event occurring during or as a result of a study affecting
a participant should be communicated promptly to the participant’s General 
Practitioner, and be drawn to the attention of the Committee.
3.5. Hazards to health which might be occasioned by physiological experiments and
meas^ements involving the inducement of more than minimal stress by, for example,
isolation, fasting, sleep deprivation, noise, exercise, exposure, submersion and electronic
means.
In most cases the Guidelines for Drugs Trials, section 3.4, should also be used to cover
hazards to health occasioned by physiological experiments and measurements, except that
additionally:
a) Every instance of a proposal involving physiological experiments and measurements 
of the type exemplified above should be presented to the Committee on Ethics 
notwithstanding the fact that it might appear to comply with these Guidelines.
b) The Committee may require that such experimentation should carried out under the 
supervision of a registered medical practitioner.
c) In cases where a proposal involves financial inducements to the subjects, details 
relating to the amount of financial inducement shall be notified to the Committee on 
Ethics at the time of submission.
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3.6 Poücy and procedures relating to students undertaking tests as a routine part of 
a prograuune of teaching or research arising from which unexpected results with 
possible health implications might arise.
At the outset of appropriate projects/classes/experiments it is the duty of the academic 
supervisor to indicate to -those concerned (participants/investigators) that some apparently
untoward results may be obtained, and to draw the students’ attention to the notes on the 
schedule referring to participation.
i) In any practical teaching or research schedule in which ill-health in a subject may be
discovered incidentally, the following information should be included in writing or
displayed:
"Students will be asked to participate on the understanding that:
a) the procedure is explained and understood to be entirely voluntary;
b) the student has a right to decline to participate or, having accepted, to 
withdraw at any time;
c) neither declining nor accepting to participate will affect the assessment of 
coursework in any way;
d) the student is in good health and knows of no reason why he/she should not 
participate. "
ii) In the event of untoward results being obtained, the following procedure should be
adopted by the supervisor where he/she alone is the investigator.
a) Advise the student that there are wide variations between individuals.
b) Indicate that, however unusual a result may be at first sight, there are several 
well-documented anomalies.
c) Avoid the concept of "nor mal/abnormal" but employ rather the concept of "a
range of reference values".
d) Cite, for example, the case of red hair - i.e. red hair is unusual in Caucasian
races but not unhealthy.
e) Resist any attempt to interpret the results in the department - particularly in
terms of medical significance or diagnosis.
0 Advise the subject (if he/she is still anxious) to consult a medical practitioner
in the first instance. The onus will be on the subject to take or disregard the 
advice.
iii) Where the student is acting as investigator:
a) the procedures in sections (i) and (ii) above should be explained to the student
by the academic supervisor, including the requirement of any investigator to 
treat any results with the strictest confidence;
b) where any untoward result is obtained, the’ investigator should report the 
matter as soon as possible to his/her academic supervisor, who will then take 
appropriate action.
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4. GENERAL CONSIDERATIONS
4.1 Insurance
The Institute’s Insurers are satisfied that the risks envisaged in the Guidelines in Section 3 
are covered by the Institute’s Third Party and Officials’ Indemnity policies. It is necessary, 
however, for researchers to advise the Finance Office, who shall in turn inform the insurers, 
of any experiment which might involve abnormal risk.
Researchers who fail to follow the Guidelines are warned that they risk not being covered 
by the Institute’s insurance.
4.2 Ethical approval from collaborating organisations
Research protocols which involve access to subjects under the day to day care of another 
institution (for example, a hospital, clinic or school) will need to produce evidence that the 
investigator has the agreement of the appropriate authority at the institution concerned. In the 
case of a hospital or clinic the appropriate authority is the ethical committee of that 
institution. Similarly protocols which make use of other institutional premises will need to 
produce such evidence.
4.3 Proposals for ethical approval from Associated Institutions.
The Committee on Ethics is prepared to consider and approve proposals from those of the 
Institute s Associated Institutions that do not have Ethics Committees of their own, provided 
that the proposals arise directly or indirectly from courses which are validated by 
Roehampton Institute.
Under these circumstances the Committee (or representatives thereof) would reserve the right 
to inspect the appropriate premises and facilities within the Associated Institution.
4.4 Researchers from outside the Institute seeking to use students and/or staff of the 
Institute as participants.
(a) Researchers from outside the Institute wishing to use Institute students and/or staff 
as participants must first seek an academic "assessor" from within the Institute, who 
is independent of the researchers. The assessor shall not be liable for any 
malconsequences of the research, but will be responsible for assessing that the 
proposal is reasonable and falls within the provisions of the Guidelines.
(b) All proposals by an external sponsor or sponsors wishing to use students and/or staff 
as participants must be submitted to the Committee on Ethics for approval. All such 
proposals must be accompanied by a statement by the sponsor(s) accepting full 
responsibility for any malconsequences.
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(c) In the interest of the students concerned, the names of any students taking part as 
participants in projects involving medical or psychological experimentation (see also 
sections 3.4 and 3.5 above) undertaken by researchers from outside the Institute, 
whether these projects are externally or Institute based, should be submitted to the 
Committee on Ethics. This information will be subject to the usual rules for the 
maintenance of medical confidentiality.
4.5 Contract work involving the evaluation of intended proprietary medicines or 
medical apphances, using students or others, and involving fînancial 
inducements, particularly where the objectives are mainly commercial and/or 
where the work undertaken does not constitute scientific research.
In every instance of a contract/project involving the evaluation of intended proprietary 
medicines or medical appliances, using students, members of staff or others, and involving 
financial inducements to the participants etc, relevant details of that contract/project shall be 
notified to the Committee on Ethics and shall include details of the amount of financial 
inducement involved, the nature of the contract and the medicine or appliance to be 
evaluated.
Note; see also 3.4(d) -
4.6 Personal payments to investigators or departments
Personal payments received by investigators, and their pecuniary relationship with any 
sponsoring company, have ethical implications. Details of specific payments to investigators 
or departments should be reported to the Committee on Ethics when submitting a protocol. 
This information will be kept in confidence.
Investigators who receive payment as part of an annual consultancy fee should advise the 
Committee of this situation, but details of such payments would not normally be declared.
4.7 Experimentation on animals
Experimentation on animals is strictly controlled by Home Office licence. The Institute does
not at present possess such a licence, and for it to do so application would have to be madew
to the Home Office by the Rector, with the approval of Senate. Early consultation with thee 
Rector is advised.
Although such experimentation falls outside the scope of these guidelines, any work or 
experimentation involving live animals which are protected animals as defined in the 
Animals (Scientific Procedures) Act (1986) must be referred to the Committee, and anyone 
considering such experimentation should refer in the first instance to the Act.
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4.8 Morbid Anatomy
Experimentation in morbid anatomy is strictly controlled by licence from the Secretary of 
State for Health and falls outside the scope of these guidelines
4.9 Data Protection Act, 1984
The Act covers the retention and use of personal data on a computer or similar automatic 
system, and makes it an offence to store or process personal data except in strict accordance 
with the terms upon which those data have been registered with the Data Protection Register. 
The Act does not apply to manual records.
The Institute is a registered data user. All staff and students are specifically advised:
i) that the Insritute does not authorise any of its employees or agents to hold or process 
by electronic means any personal-data on its behalf except as stated in the Institute’s 
registration made pursuant to the Data Protection Act;
ii) that students must not hold or process by electronic means any personal data for use 
in connection with their academic studies or research without the express authority 
of their tutor or supervisor;
111) that tutors and supervisors who give permission to their students to hold or process 
personal data by electronic means are themselves responsible for ensuring that the 
activity complies with the Institute’s registration and the Data Protection Principles.
A copy of the details of the Institute’s Registration may be inspected on application to the
nstitute s Data Protection Officer (the Institute Secretary) who should be consulted in all 
cases of doubt or difficulty.
4.10 Health and Safety
It IS a requirement of the Institute that before research work is undertaken either within or
outside the Institute, the Head of Department should conduct a risk assessment in accordance
wit the guidance contained within its "Risk Assessment" paper, copies of which are
available from the Health and Safety Advisor, to identify any measures which may need to
e taken to ensure the health and safety of the person(s) undertaking the research, and any
risks to persons arising out of or in connection with the work which will need to be 
addressed.
DC
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ROEHAMPTON INSTITUTE LONDON
APPLICATION TO THE COMMITTEE ON ETHICS
Applicants should, first read carefully the following notes on 
completion of the application.
In what follows, numbers in square brackets refer to sections 
(e.g. [3]) or paragraphs (e.g. [2.2] or [3.4 (c) ] ) of the 
Institute's Ethical Guidelines for Research. Practice and 
Teaching.
(4) Study carefully [2] "Committee Procedure", and in
particular [2.1] "Submissions to the Committee".
(ii) NO ACTION IN RESPECT OF FACILITIES OR DATES SHOULD BE 
TAKEN, NOR ANY AGREEMENT OR CONTRACT ENTERED INTO 
UNTIL THIS APPLICATION HAS BEEN APPROVED.
(iii) The application should be completed in type-script, 
block capitals or legible handwriting. An illegible or 
unclear application may delay approval.
(i^ ) The application should be headed "Application to the
Committee on Ethics" and presented under the following 
numbered headings. All headings should be included. For 
those-which are not applicable, this should be stated, 
with reasons if this is not obvious.
1- Name(s) and Status of Applicant(s)
S t a t u s  : S t a f f :  s t a t e  p o s t  h e l d ;  s t u d e n t :  s t a t e  d e g r e e ,
d ip lom a,  e t c .  f o r  which r e g i s t e r e d ;  o t h e r :  g i v e  d e t a i l s . I f  
t h e r e  i s  more than one a p p l i c a n t , p l e a s e  i n d i c a t e  t o  whom 
c o r r e s p o n d e n c e  s h o u ld  h e  a d d r e s s e d .
2 . Department.
i ^ p p l i c a n t s  who a re  s t a f f  o r  s t u d e n t s  o f  Roehampton I n s t i t u t e  
London s h o u l d  s t a t e  t h e i r  d e p a r t m e n t , i . e .  t h e  d e p a r tm e n t  
i n  which t h e  work i s  to  b e  done.
3. Address.
C on ta c t  a d d r e s s  f o r  c o r r e s p o n d e n c e .
4 .
6 .
Name and status of academic supervisor/sponsor.
A p p l i c a n t s  who a re  s t u d e n t s  o f  t h e  I n s t i t u t e  s h o u l d  g i v e  th e  
name and p o s i t i o n  o f  t h e  r e s e a r c h  s u p e r v i s o r  o r  l e c t u r e r  
r e s p o n s i b l e  f o r  th e  c o u r s e  i n  w h ich  t h i s  i n v e s t i g a t i o n  
o c c u r s .  E x t e r n a l  a p p l i c a n t s  s h o u l d  g i v e  t h e  name and s t a t u s  
o f  t h e i r  academic  sp o n s o r  i n  th e  I n s t i t u t e .
Title of project for which approval is sought.
Purpose of proposed investigation.
7. Outline plan of research.
I n c l u d e  d e t a i l s  o f  m e th o d o lo g y ,  and i d e n t i f y  e t h i c a l  i s s u e s .
8 . Use of volunteers.
G ive  d e t a i l s  o f  m e thod  o f  r e c r u i t m e n t ,  and p a y m e n t / r e w a r d  
i f  a ny .  Copy o f  p r o p o s e d  c o n s e n t  form  and i n f o r m a t i o n  g i v e n  
t o  v o l u n t e e r s  s h o u l d  be  a t t a c h e d .
9. Health and safety precaution.
S t a t e m e n t ,  where r e l e v a n t , t h a t  r i s k  a n a l y s i s  h a s  b e en  
c a r r i e d  o u t  and t h a t  a p p r o p r i a t e  mechanisms a re  i n  p l a c e .  
Where r e l e v a n t ,  t h e  I n s t i t u t e  H e a l th  and S a f e t y  A d v i s o r  
s h o u l d  b e  c o n s u l t e d  b e f o r e  th e  a p p l i c a t i o n  i s  s u b m i t t e d .
10. Intended form of publication of results.
S a y  how c o n f i d e n t i a l i t y  o f  v o l u n t e e r s  w i l l  be  e n s u r e d .
11. Source of funds.
12. Other guidelines.
I f  you  a r e  f o l l o w i n g  s u b j e c t - s p e c i f i c  e t h i c a l  g u i d e l i n e s , 
s t a t e  w h ich  t h e y  a r e .
13. Other approvals.
I n d i c a t e  w h e th e r  t h e  p r o j e c t  has  b e en  o r  w i l l  be  s u b m i t t e d  
f o r  a p p r o v a l  to  t h e  e t h i c a l  c o m m i t te e  o f  a n y  o t h e r
o r g a n i s a t i o n ,  and, i f  known, th e  r e s u l t  o f  t h a t  s u b m i s s i o n .
14. Proposed starting date and duration.
15. (a) Signature (s) of Applicant (s) , Name (s) (written legibly)
and date.
(b) Signature of academic supervisor/sponsor.
(c) Signature of Head of Department.
Appendix E: 
The Questionnaire
APPENDIX E: The Questionnaire
PROMOTING THE SPIRITUAL DEVELOPMENT OF CHILDREN.
This questionnaire seeks to gam your thoughts about the role school plays in children's 
spiritual development Please answer questions on the pages and then transfer information 
to the last sheet where indicated.
SECTION A
Please circle the answer which best fits your situation.
1. AGE: 2 0 - 2 5  2 6 - 3 0  31 - 3 5  3 6 - 4 0  41 - 4 5  46- 49 50+
2. YEARS TEACHING: 1-4 5-10 11 - 14 15-20 21 - 2 5  25+
3. YEAR GROUP TEACHING THIS YEAR: N  R yrl yr2 yr3
4. POSTS/AREAS OF RESPO NSIBILITY:____________________________________________
5. RELIGIOUS/CULTURAL BACKGROUND:
Please circle the number indicating your answer based on a scale o f  5-1 where 5 =  strongly agree 
and 1 = strongly disagree. On some questions there are additional questions. Please use the space 
provided and continue over the page if  necessary.
Section B Definition/nature of the spiritual/spiritual development
Strongly Strongly
Agree Disagree
6. Spirituality is a natural feature common to all human beings 5 4 3 2
7. Human beings develop in spiritual maturity 5 4 3 2
8. Spirituality is only meaningful within a religious context 5 4 3 2
9 . 1 prefer to think o f  the spiritual as separate from religion 5 4 3 2
10. Spirituality can be understood in a religious or a non-religious way 5 4 3 2
11. The concept o f  the spiritual has no meaning for me. 5 4 3 2
1 2 .1 have an understanding o f  the notion o f  the spiritual which
is useful in an educational context 5 4 3 2 1
12a. If so, what words would you include in this understanding?
Section C Personal Perspectives on the spiritual
13.1 draw on my religious/cultural background to help me with the 
spiritual
13a. Please give examples i f  appropriate_________________________
Strongly
Agree
Strongly
Disagree
5 4 3 2 1
1 4 . 1 draw on my personal life experiences to help me with the spiritual 5 4 3 2 1
14a. Please give examples i f  appropriate_____________________________________________________
15. The notion o f  the spiritual has personal significance for me. 
15a. Please explain why i f  appropriate_______________________
5 4 3 2 1
16. There are occasions in my life which I would describe as relating to
the spiritual. 5 4 3 2 1
16a. Please give examples if  appropriate_____________________________________________________
1 7 . 1 do not feel confident in exploring spiritual matters with children 
in school.
17a. Please explain why if  appropriate____________________________
5 4 3 2 1
18. Promoting spiritual development is an important part o f  the 
teacher's role 
1 9 .1 enjoy focussing on the spiritual in my work.
5 4 3 2 1
5 4 3 2 1
Section D Where the spiritual is addressed in school
Strongly
Agree
Strongly
Disagree
20. Religious Education offers a valuable setting for exploring the spiritual 5 4 3 2 1
21. Collective Worship offers a valuable setting for exploring the spiritual 5 4 3 2 1
2 2 . 1 consider the spiritual when I plan for teaching 5 4 3 2 1
2 3 . 1 have never considered the spiritual in my teaching 5 4 3 2 1
24. Many subjects on the curriculum offer valuable settings for exploring
the spiritual 5 4 3 2 1
24a Please indicate which ones if appropriate
25. There are many opportunities for exploring the spiritual in the classroom 5 4 3 2 1
25a Please give examples is appropriate_______________________________________________
26. Opportunities for exploring the spiritual tend to arise spontaneously 
26a Please give examnles i f  annronriate
5 4 3 2 1
27. Spirituality is evident in the ethos o f  my school 
27a Please indicate in what wavs this is so if  appropriate
5 4 3 2 1
28. It is possible to monitor children's spiritual development in school 
28a Please explain how this can be done if  appropriate
5 4 3 2 1
Section E Aims/pnrpt^es of addressing the spiritual
29. Schools play an important part in promoting children's spiritual 
development
30. Promoting spiritual development is a valid endeavour for schools
3 1 . 1 am unsure o f  the purpose o f  addressing the spiritual in school
32. Attending to children's spirituality is valuable for their future lives
33. Attending to children's spiritual development contributes to the 
good o f  society
34. There is little time for exploring the spiritual in school
Strongly
Agree
Strongly
Disagree
5 4 3 2 1
5 4 3 2 1
5 4 3 2 1
5 4 3 2 1
5 4 3 2 1
5 4 3 2 1
Section F Training /Preparation for dealing with the spiritual
Strongly
Agree
Strongly
Disagree
3 5 . 1 was prepared for dealing with the spiritual in my initial teacher 
training
36.1 have been able to discuss spiritual development with 
colleagues and/or during INSET
37.1 feel unprepared to deal with the spiritual in the classroom
5 4 3 2 1
5 4 3 2 1
5 4 3 2 1
38. Maturity brings confidence in relation to dealing with the spiritual 5 4 3 2 1
3 9 . 1 would welcome further training on the spiritual in education 5 4 3 2 1
40. There is enough for teachers to learn about without worrying about the
spiritual 5 4 3 2 1
Please add any other points you would like to make in the space provided.
Thank-you for assisting with this research. If you would be prepared to talk about your 
responses, please add your address before returning the questionnaire.
Many thanks, Elaine McCreery.
Appendix F :
Example of Interview Transcript
SchoolB 
Teacher 2  
21st June 1996
Location -school medical room. 1.30 -  2.45 p.m. (Head teacher allowed non-contact time)
1 I - Well as you know. I'm talking to teachers about their views on children's spiritual
2 development. Can I start with some introductory questions? How long have you been
3 teaching?
4
5 B2 - Nine years
6
7 I - And how many schools have you worked in ?
8
9 B2 - Three. I've worked m middle schools and this school which is a first school.
0
1 I - Do you remember anything from your initial training which had anything to do with
2  thinking about the spiritual?
3
4 B2 - No.
5
6  I - Even the R.E. courses?
7
8 B2 - 1 can't remember doing any really.
9
0 I - What about courses you've been on since?
1
2 B2 - 1 don't think so, no. Is that quite typical?
3
4 I - Yes, very. Some teachers remember bits of R.E. courses that might be 'spiritual'.
5 What do you think of this whole business that schools are responsible for promoting
6  children's spiritual development?
7
8 B2 - Well, I have a problem with 'spiritual' because, like, before today I thought. I'm going
9 to look this word up in the dictionary. But, I mean basically it's like your inner self, isn't it
0 and ( 2  secs) ....is it ?
1
2 I - Well, you tell me how you see it
3
4 B2 - Well, when I was thinking about it I was thinking, well it's, your own self and kind of
5 how you, and how you deal with things and how you relate to people and emotions and
6  stuff like that. I mean I don't know if I'm interpreting it properly, I mean I've got a problem 
with that, before we even start talking about, you know addressing it. You know? Actually 
what it is.
7
?
I - So for you the initial problem is 'What is it?' The problem is then that there is no one
1 definition so people end up having to decide on their own?
3 B2 - Yes, it's kind of like this abstract thing.......
3 I - So do you feel you've got a sort of working idea of it that is useful to you in the
5 classroom?
7
3 B2 - No, not at all - that's what I'm going to try to tease from you!
9
9 both laugh
1
2 I - This is what I'm finding is that people are having to come up with some notion of it
3 which they can then find useful in the classroom. You've already given me some thoughts
4 about what it might be to do with, and I think that's as much as anybody has. Those
5 descriptions you've just given me, do you think they would help you in the classroom?
o
7 B2 - I suppose that there's a sort of cross-over with PSE and RE and there's also things that I
3 would....because when I teach RE, I've taught it as a kind of fact-giving thing, rather than...
9 what is a kind of spiritual side of it? Because I've tried to avoid getting into that kind of
9 thing and keeping it as something separate.
L
2 I - Why have you avoided it, why have you tried to keep it separate?
3
4 B2 - Well I suppose I've talked about beliefs, which .. that's spiritual isn't it ? But I've kind of
5 said it in a factual way- 'Christians believe this'.
5
7 I - And you said you saw a overlap with FSE?
3
9 B2- Well the kind of ideas about.... you see I just don't know if I'm on the right track with it.
9 You know, dealing with emotions and that kind of thing.
1
2 I - It's interesting that you say you drawing a distinction away from this sort of thing in RE
3
4 B2 - Well the kind of values side of it, things like 'rules to live by' those kind of things, that I
5 would perhaps touch on the spiritual, but not when I'm actually giving information about
5 a religion. You know, living in a community with other people and things like that are so
7 broad, and rules that everybody should live by.
3
9 I - So if it's something you would not include in R.E., where do you think you might
9 include it in the classroom?
1
2 B2 - 1 suppose, that kind of thing you have to be able to talk about it, you have to be able to
3 have the vocabulary to talk about it, so I mean language activities might be useful and
4 something that can actually - FSE stroke language.
5
6  I - What sort of vocabulary would you say would be linked to this area?
7
8 B2 - Hmmmm... Laughs
9
0 I - Because I think you're right, but....
1
2 B2 - Well the kind of being able to explain how they feel inside, all the kind of emotions and
3 stuff and sort of exploring why they feel like that. Yes, just being able to explain you
4 emotions and being able to map through the things that made them feel like that, and how
5 they feel about... is there something apart from the body we live in and what is it about us
5 that makes us 'us'? and things like that.
7
3 I - So you would tend to cover things like that in English work?
9
9 B2 - I don't know, I mean maybe I would.... I mean there's this kind of thing in RE that.. I
1 would cover that maybe in RE but it's .. it would be a different kind of aspect o f  If I'm
2 teaching them Christianity, I would teach them this is the whatever of Christianity, the
3 beliefs the values, the festivals, but then there's the other side, I suppose what you would
4 call the spiritual side of RE that I wouldn't link to any religious tradition.
5
6 1 - Do you think there are any other curriculum areas that lend themselves to this area?
7
3 B2 - Drama I guess, yes I think that would be quite good actually. (2 secs) History I
9 suppose, because of the idea of dying and things in die past and things carrying on.
9
1 I - One of the things that's been said recently is that the spiritual should be seen in the ethos
2 of a school, would you say that that's something you've been aware of - in the places you've
3 worked?
4
5 B2 - No, not really. Here we have because it's something that we're working on.
6
7 I - What has been going on ?
8
9 B2 - Well the head's been working on this collective worship policy and he kind of links it to
9 that.
1
2 I - Do you feel that assembly contributes to the spiritual?
3
4 B2 - Yes, well there's this kind of cop out thing with prayer isn't there? Where you think
5 about the achievements that you want to achieve. And like going into themselves and their
6  own personal stuff. Then we often ask them to just sit and think quietly about things.
7
I - Why do you call it a cop out?
B2 - Well, it's a broad definition of prayer, isn't it?
9 
0 
1
2 I - Has spirituality been something that you think staff have been able to think about?
4 B2 - I don't think it would have been something that was high on the list of priorities, if it
5 hadn't been politically imposed.
6
7 I - Do you think people are aware of it when they do their own planning?
8
9 B2- No
0
1 I - Do you tend to think about it when you come to do your own plans?
2
3 B2 - No, I mean, I think, I do think about that side of it in terms of what can we do, you
4 know getting the children to explore their feelings and stuff. And we think about it in ways,
5 in places in which we can do it, in terms of what we're covering in the topics.
6
7 I - Would you say that you've been able to see among the children you've taught a sense of
8 development in their spiritual understanding?
9
0 B2 - 1 think they.... I mean obviously, older children tend to be more reflective, like when I
1 had year 6 , I can remember when (well they were a really mature class any way) but you
2 k n o w  all th is q u e stio n  a b o u t w h a t h a p p e n s  w h e n  w e  d ie  aU th a t k ind  o f  b u s in e ss . T h a t y o u
3 w o u ld n 't  g e t   I m ea n  th e y  ju st liv e  life  th is  a g e  g ro u p  [i.e. yr  2] th e y  d o n 't th in k  a b o u t
'4 an y th in g . O ften  w ith  y o u n g e r  ch ild ren , th ey  d on 't k n o w  w h y  th ey 're  fee lin g  a n g r y , or
'5 w h a tev er  an d  th ey  h a v en 't g o t the m atu rity  to w o rk  o u t  th in g s , w h e r e a s  y o u  ca n  rea so n  
' 6 w ith  o ld er  ch ild ren  m u c h  m ore.
i7
'8 I - W h at sort o f  is su e s  d o  y o u  th ink  th ere are a b o u t th is w h o le  b u s in e s s  a b o u t th e sp ir itu a l
' 9 in  sch oo ls?
10
'1 B2 - I d o n 't k n o w  it's th is  w h o le  th in g  a b o u t w h eth er  w e 're  ed u ca to rs, or m o ra l d e v e lo p e r s
>2 isn 't it? But I d on 't k n o w , d o  th ey  h a v e  it o n  th e con tin en t?  B ecau se  th ey 're  ju s t  b a sica lly
> 3 ed u cators aren't th ey .
>4 B ecause in so m e  w a y s  I ju st  th in k  it's n o t  ou r re sp o n sib ility , all that k in d  o f  th in g . A n d  yet,
>5 if y ou 're  g o in g  to h a v e  a sch o o l as a c o m m u n ity , y o u  h a v e  g o t  to th in k  a b o u t th a t k in d  o f
> 6 th ing.
>7 W e w e r e  ta lk in g  a b o u t d isc ip lin e  at lu n ch  tim e  an d  if y o u  d o n 't actu a lly  h a v e  m e c h a n ism s
> 8 to w o rk  on  ch ild ren , to  w o r k  o n  sortin g  o u t  fe e lin g s  an d  a ttitu d e s  and re la tio n sh ip s .
) 9
0 I - A n y  other p ro b lem s y o u  see?
'1
'2 B2 - D efin itio n  - it's su c h  a stu m b lin g  b lock  isn 't it ? A n d  a lso  w h e th e r  p e o p le  feel
3 com fortab le  w ith  it.
'4
' 5  I - W h at d o  y o u  th in k  teach ers gen era lly  fee l a b o u t it?
' 6
'7  B2 - It's d ifficu lt b eca u se  like if y o u 'v e  g o t  so m e o n e  w h o 's  a co m m itted  C h r istia n  or to
' 8 a n oth er  re lig io n  w h ere  th e y  h a v e  fix ed  id ea s  a b o u t w h a t h a p p e n s  w h e n  y o u  d ie  a n d  th in g s
9 lik e  that, y o u  h a v e  to....
I s u p p o s e  in  so m e  w a y s  th ere  n e e d s  to be so m e  sort o f  g u id a n c e  on  it. S o  th a t it's n o t  sort
1 o f to ta lly  m e a n in g le ss  b u t y o u  k n o w  y o u 're  n o t  fe e d in g , you 're  n o t in d o c tr in a tin g  th em
2 w ith  w h a t y o u  fee l an d  b e liev e .
3
4 I - H o w  d o  y o u  th in k  th e se  d ifferen t teach ers w o u ld  a p p ro a ch  the area  o f  th e  sp ir itu a l?
5 W o u ld  d ifferen t p e o p le  h a v e  d ifferen t p rob lem s?
6
! 7 B2 - I th ink that, if I ca n  g iv e  y o u  an  e x a m p le , I th ink  'L' [another teach er in  th e  sch o o l]
! 8 w o u ld  sa y  it's n o t  rea lly  her b u s in e ss  in  so m e  resp ects , a n d  th en  y o u 'd  g e t  so m e b o d y , I
! 9 d o n 't k n o w  if w e 'v e  g o t  a n y  really co m m itted  C h ristian s, th at w o u ld  m a y b e  sa y  to ch ild ren
^0 'Oh, y o u 'll g o  to h eaven ' or so m eth in g  lik e  that.
2^ I - If y o u  h ad  an in flu en ce  on  w h a t the fu tu re  o f sp ir itu a lity  w o u ld  be in  s c h o o ls , h o w
) 3 w o u ld  y o u  lik e  to se e  it go?
)4
^5 B2 - 1 s u p p o s e  I'd like a d efin itio n  o f  it, an d  so m e  k in d  o f  g u id e lin e s  o n  ju st  h o w . . . .  h o w  far
) 6 y o u  g o  w ith  it.
^8 I - D o you  th in k  it's so m e th in g  w e  sh o u ld  g e t  rid o f  all togeth er  a n d  n o t h a v e  to w orry
)9 about?
)0
) 1 B2 - 1 d on 't k n o w , it d e p e n d s , on  w h ere  w e're g o in g  w ith  ed u ca tio n . If w e 're  ju st  g o in g  to be
)2 ed u cators, lik e  the co n tin en ta l w a y  an d  ju st g o  in, teach  o u r  subject a n d  g o  o u t  a g a in , th en
) 3 no, it's n o t o u r  p lace to d o  it.
H  But if w e  are in to  th is y o u  k n o w  w h o le  ch ild ' b u s in e ss  th en  I g u e ss  it is  o u r  p la ce  to  g iv e
0
) 5 th em  as m u c h  as w e  ca n  in  term s o f  a r o u n d e d  ch ild  w ith  th e k n o w le d g e  and  sk ills .
)6
I - W hat w o u ld  y o u  sa y  is the a im  o f  p r o m o tin g  th e  sp iritual?  W hat d o  y o u  se e  as th e  o u t  
] 8 co m e for ch ildren?
]9
L 0 B2 - T he w a y  I've ta k en  it is  th at h o p e fu lly , a t th e en d  o f  it, th ey 'll be m ore reflective , m o re
L1 th o u g h tfu l, m ore sy m p a th e tic  an d  em p a th e tic . A n d  h o p e fu lly  be a th o u g h tfu l m em b er  o f
L2 th e c o m m u n ity . T alk  a b o u t id eo lo g y !
13
L 4 I - Is th ere  a n y th in g  y o u 're  d o in g  in  y o u r  c la ssro o m  th a t y o u  co u ld  sa y  to m e , 'yes, c o m e  in
L 5 an d  see  t h a t . T hat m ig h t  be so m e th in g  to  d o  w ith  th e  spiritual?'
16
17  B2 - N o . I m ea n  I d o  th in g s , y o u  k n o w , so m e tim e s  if there's so m e  k in d  o f b eh a v io u r  th at I
18  ju st d o n 't th ink  is accep ta b le  an d  I w ill ta lk  a b o u t it. Y ou k n o w , h o w  d o  y o u  th in k  y o u
1 9  w o u ld  feel.
2 0 L ike, w e 'v e  g o t th is b o y  w h o 's  v ery  d isr u p tiv e  and  I h a d  to se n d  h im  o u t and I sp o k e  to  m y
2 1  class. H e's  actu a lly  in  'L's c la ss b u t h e  jo in s  ou rs so m e tim e s . It's really  hard for m y  ch ild ren
2 2  to k n o w  w h a t  to d o  w ith  h im . A n d  I w a s  sa y in g  to th em  'O h he's g o t  a real p rob lem , h o w
2 3 d o  y o u  th in k  y o u  w o u ld  fee l if y o u  h a d  a prob lem ? W e'v e  all g o t problem s'. H is is ju st
2 4 m u ch  m o re  n o ticea b le  in  c la ss.
2 5 I s u p p o s e  if  I w a s  te a c h in g  m y  o w n  RE, th e n  I w o u ld  d o  - a n d  I h a v e  d o n e  m ore o f  that. B ut
2 6 th is  term  w e  h a v en 't s o  there'd  be n o th in g  th at co u ld  be. It's n o t  like I'm d o in g  so m e  d ram a
2 7 an d  can sa y  'oh y e s  c o m e  in at th at m o m e n t  and  y o u 'll s e e  so m eth in g '.[la u g h s].
2 8
2 9 I - Is it so m e th in g  th a t o ften  h a p p e n s  sp o n ta n e o u s ly  rather th an  p lanned?
3 0
3 1  B2 - Y es, there are so m e  ch ild ren  w h o . . .  for so m e  rea so n  there h ave b een  a lo t  o f
3 2  gra n d p a ren ts  d y in g  th is  year. A n d  I d o n 't  b e liev e  in  ju st ig n o r in g  it, I th in k  it's rea lly
3 3 h ea lth y  to  talk  a b o u t it an d  a lo t o f  the k id s  h a v e  rea lly  a p p recia ted  tiiat - b e in g  ab le to  talk
3 4 ab ou t th e  w a y  th ey  feel.
3 5
3 6 I - OK, that's a b o u t all I w a n t to ask . Is th ere a n y th in g  y o u  w o u ld  like to ask  m e, or a d d  to
3 7 w h a t y o u 'v e  said?
38
39 B2 - So y o u  h a v en 't g o t  a d e fin itio n  th en ? [la u g h s]
4 0
4 1  I - N o! I h a v e  g o t a w h o le  co llec tio n  o f  th o u g h ts  a b o u t it w h ich  so m e  p eo p le  h a v e  fo u n d
4 2 u se fu l a s  a starting  p o in t. T he p rob lem  is th a t in sc h o o ls  p e o p le  rarely g et the tim e to  sh are
4 3 w h a t th ey  th ink  it's ab ou t.
4 4
4 5 B2 - Y es, it's like w h e n  w e  ca m e to g eth er  to talk a b o u t w h a t w e  con sid er  to be w o r sh ip .
4 6 That's an oth er  th in g  th at e v ery o n e 's  g o t  their o w n  th in g  about. A nd it's a m a z in g  the
4 7 d ifferen t u n d e r s ta n d in g s  o f  that.
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